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 This study examined the relationship between work motivation and leadership 
practices among graduates of a master’s degree program in education administration and 
supervision.  The study was conducted in an effort to produce information relevant to the 
human resources practices of secondary school administrators and to identify potential 
professional development topics for school districts and college training programs. 
Data were collected through a quantitative research methodology.  First, the study 
sought to determine each participant’s work motivation as measured by the Work 
Motivation Inventory and differences among participant scores on that inventory.  
Secondly, the study sought to determine each participant’s leadership practices as 
measured by the Leadership Practices Inventory and differences among participant 
scores on that inventory.  The third objective of the study was to determine if there is a 
relationship between the participants’ leadership practices and work motivation using 
correlation analysis. 
 Graduates’ Work Motivation Inventory and Leadership Practices Inventory scores 
showed statistically significant positive relationships between the Work Motivation 
Inventory score on Accomplishment and the five leadership practices identified as Model 
the Way, Inspire a Shared Vision, Challenge the Process, Enable Others to Act, and 
Encourage the Heart.  Statistically significant positive relationships were also noted 
between the Work Motivation Inventory score on Power and four of the five leadership 
practices scores - Model the Way, Inspire a Shared Vision, Challenge the Process, and 
Encourage the Heart.  The Work Motivation Inventory score on Affiliation showed a 
iii 
statistically significant positive relationship with one of the five leadership practices, 
Enable Others to Act. 
Implications from the findings and areas for future research center around the 
development of future school leaders.  Further research should be considered on linking 
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“Motivation: the inner power and psychological energy that directs and fuels behavior” 
    -P.O.W.E.R. Learning: Becoming a Successful Student 
 
 
Both the desire for personal fulfillment in work and the creation of workplace 
environments that promote a sense of higher purpose have been gaining momentum in 
the past several decades.  Demographic changes have underscored the need for 
innovative approaches to developing, motivating, and retaining valuable human 
resources.  Organizational leadership is the change agent for structuring these ideals. 
In the world of educational leadership, there is concern regarding principal 
training.  This training must be specialized, and it must keep up with today’s diverse 
population and the changing expectations of school leaders (Fenwick, 2000).  The 
principal is not merely the school’s manager.  The role of principal includes curriculum 
design, instructional improvement, staff development, discipline issues, school safety, 
and the planning and implementation of site-based decision making (Ferrandino, 2001).  
The role of principal now includes diplomat, public relations consultant, fundraiser, 
security officer, technology expert, and social service coordinator.  Research suggests 
that many principals lack the time and preparation needed to successfully satisfy the 
variety of leadership roles the position actual requires (Farkas, Johnson, Duffett, and 
Foleno, 2001).  
2
Effective leadership is necessary for all schools.  Teachers and administrators 
must be highly motivated in the workplace in order to transform school systems.   A 
literature review on leadership in education found no previous studies that focused on the 
relationship between work motivation and leadership practices in graduates of a master’s 
degree program in education administration and supervision.  Work motivation and 
leadership practices in the field of education have been studied to some degree, but there 
has never been a connection between the two.  To recruit quality administrators from the 
pool of experienced teachers, motivation and leadership are important topics to study. 
Statement of the Problem 
 
Since 1990, the results from a series of surveys have predicted a shortage of 
educational supervisors and qualified school leaders.  Bureau of Labor Statistics (BLS) 
projected that approximately 40% of the 93,200 principals will retire in the next 10 years 
(U.S. Bureau of Labor Statistics, 2000-2001).  Principal vacancies are expected to rise 
from 10% to 20% through 2006 (Coeyman, 2000; Keller, 1998; Olson, 1999). 
In addition to principal retirements between 1988 and 1998, there was a 40% 
turnover rate for principals.  These high turnover rates result in new principals being 
hired who are eager and enthusiastic, but lack in experience in managing schools.  
According to S. Barefoot in the Office of School Leadership at the South Carolina State 
Department of Education, there is a 10-12% turnover rate for principals in the state of 
South Carolina (personal communication, December 1, 2006).  During the years 1987-
2001, a longitudinal event history modeling study on turnover rates was performed in 
Illinois and North Carolina by Gates, Ringel, Santibanez, Guarino, Ghosh-Dastidar, and 
Brown (2006).  This study revealed that the turnover rate among Illinois school principals 
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was 14%.  The North Carolina results were slightly higher at 17%.  Moreover, 
approximately 47% of the nation’s teachers have master’s degrees, but few want to be 
principals due to the amount of time required of the principal position (McKay, 1999; 
Smith, 1999). 
Nevertheless, many authors agree that states are certifying more than enough 
administrators to fill principal vacancies (Boehlert & O’Connell, 1999; Joerger, 2000; 
McAdams, 1998), but Harris, Arnold, Lowery, and Crocker (2000a) were convinced that 
educators are simply choosing not to enter the principalship because the role has become 
increasingly demanding and complex.  These findings indicate that work motivation may 
be a major issue in fulfilling the role of school leadership. 
Purpose of the Study 
 
The primary purpose of this study was to examine the relationship between work 
motivation and leadership practices of graduates from a master’s degree program in 
education administration and supervision.  First, the study sought to determine each 
participant’s work motivation as measured by the Work Motivation Inventory (Braskamp 
& Maehr, 1985) and any differences between participant’s scores on that inventory.  
Secondly, the study sought to determine each participant’s leadership practices as 
measured by the Leadership Practices Inventory (Kouzes & Posner, 2001) and any 
differences between participant’s scores on that inventory.  The third objective of the 
study was to determine any relationship between the participants’ leadership practices 
and levels of work motivation. 
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Research Methodology of the Study 
The following research questions were developed to guide the study: 
1. What are the work motivation factors of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Work Motivation Inventory? 
2. Are there differences among scores on the Work Motivation Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
3. What are the leadership practices of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Leadership Practices Inventory? 
4. Are there differences among scores on the Leadership Practices Inventory 
of graduates from a master’s degree program in education administration and supervision 
at a research university? 
5. Is there a relationship between work motivation, as measured by the Work 
Motivation Inventory, and leadership practices, as measured by the Leadership Practices 
Inventory, among graduates of a master’s degree program in education administration and 
supervision at a research university? 
 The research methodology used in the study included the use of the Statistical 
Package for the Social Sciences (SPSS).  Statistical analyses, Pearson product 
correlations, analysis of variance (ANOVA), and multiple linear regression analysis were 
performed to determine descriptive statistics. 
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 The participants in the study were graduates of the master’s degree program in 
education administration and supervision at Clemson University.  Clemson University is 
a selective, public, land-grant university in a college-town setting along a dynamic 
southeastern corridor.  The University is committed to world-class teaching, research and 
public service in the context of general education, student development and continuing 
education.  Currently enrolled students include approximately 14,000 undergraduate 
students and 3,000 graduate students.  The gender breakdown is 54% for males and 46% 
for females.  Race distribution is 78.9% for Caucasians, 6.7% for African-Americans, 1% 
for Hispanics, 1.5% for Asian, 0.3% for American Indian, and 11.6% for Unknown.  
The demographic breakdown for graduates of the master’s degree program in 
education administration and supervision at Clemson University from years 1998 to 2003 
includes 70 males, 80 females, 19 African-Americans, 2 Hispanics, 5 Unknown, 124 
Caucasians, and 27 graduates for year 1998 with unpublished data. 
Theoretical Framework 
Personal Investment Theory 
The personal investment theory of motivation developed by Maehr and Braskamp 
(1986) served as the theoretical foundation for work motivation for this study.  Maehr 
and Braskamp integrated models and propositions from previous research into a 
comprehensive approach to the study of motivation and behavior.  The premise of the 
personal investment theory is that motivation is influenced by the interaction between the 
characteristics of both the person and the situation (Maehr & Braskamp, 1986).  This 
theory incorporates four components: (a) the meaning or collection of thoughts that the 
individual holds; (b) the specific context in which the individual is acting; (c) job 
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satisfaction; and (d) professional commitment.  Meaning is comprised of three 
interrelated facets: personal incentives, sense of self and perceived options.  Context 
refers to the characteristics of situation that influences these facets of meaning. Job 
satisfaction and professional commitment produce personal investment.   
Personal investment is concerned with exactly how people invest themselves in an 
activity.  Personal investment consists of a chain of events that lead to the eventual 
investment in an activity (Maehr & Braskamp, 1986).  Besides motivation, other factors 
of personal investment are: (a) interest in the activity, (b) personal skills, (c) organization 
of the task, (d) the company or environment in which the activity exists, (e) quality of 
interpersonal relationships that lead to social interaction among people involved in an 
activity, (f) payoffs, (g) rewards, and (h) punishments. 
Transformational Leadership Theory 
Transformational leadership theory emphasizes that leaders motivate followers to 
be more committed to the organization, while building self-confidence among followers, 
and empowering followers to own the organization’s agenda. Transformational leaders 
are those who obtain results through idealism, persuasion, and intellectual excitement.  
They motivate their followers by convincing them that their interests and values could be 
fulfilled through the organization’s mission.  Transformational leaders seek to empower 
and elevate followers. 
It is believed that a principal’s transformational leadership behavior influences 
both the changing of organizational culture along with involving members of the 
organization to assess the current state of affairs and recommend new courses of action.  
Transformational leadership theory identifies variables and states logical relationships.  
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The variables most emphasized in transformational leadership theory involve the 
construct of leader behavior.  For Kouzes and Posner (1987), leader behavior is described 
in terms of five leadership practices and ten behavioral commitments.   Transformational 
leadership theory also attempts to provide logical explanations of the relationships and 
evidence for the relationships that were gathered in Kouzes and Posner’s (1987) 
extensive interviews with managers across organizational settings.   
Schools need leadership based on shared values and beliefs, as opposed to rules 
and personalities (Sergiovanni, 1991).  School leadership involves developing beliefs and 
sharing purposes, values, and community building in addition to every day school issues 
and concerns.  For transformational leadership to occur, all members of the organization 
need to be included in the process.  For school principals, this includes the involvement 
of teachers and other administrators and staff.  In order to successfully engage teachers, 
two factors are evident: (1) motivation, because people are more likely to be personally 
invested in their work when they have a voice in what happens to them, and (2) meaning, 
because when work has meaning and significance, a person will contribute based on this 
higher purpose or goal and more is invested (Sergiovanni, 1991).  
Definition of Terms 
 
The following terms were defined for this study: 
 
1. Context – the organizational culture in which the task is performed; and 
the wider socio-cultural context in which the actors in any given situation participate 
(Maehr & Braskamp, 1986). 
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2. Job Satisfaction – an individual’s satisfaction with his or her job is a basic 
indicator and measure of personal investment, in that the individual was more or less 
attracted to the task or job (Maehr & Braskamp, 1986). 
3. Leadership (a general definition) – an observable, learnable set of 
practices (Kouzes & Posner, 2002).  Leadership (a more specified definition) - a 
behavioral process of influencing individuals and groups toward set goals (Barrow, 
1977). 
4. Leadership Practices - the five sets of behavior characteristics that are 
common among exemplary leaders as described by Kouzes and Posner (2002).   
5. Meaning – the basis for an individual’s personal investment in a task or 
situation; an individual’s collection of thoughts about investment.  Meaning has three 
components that are interrelated: personal incentives associated with performance; 
thoughts about self; and options perceived to be available (Maehr & Braskamp, 1986). 
6. Motivation – those personality factors, or social variables, or cognitions 
that emerge when an individual is charged with a task at which they will be evaluated, or 
there is competition, or there is an attempt to attain some standard of excellence (Roberts, 
1992).  The five behavioral patterns of motivation are 
a. Direction (choice) - when faced with multiple options, the choice 
of an action one way and not the other infers that motivation was involved. 
b. Persistence – when attention is spent on a task for a long duration 
of time, in a consistent manner, a conclusion can be made that motivation 
was the factor. 
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c. Continuing Motivation – returning to a task even when not 
prompted to do so by an external factor. 
d. Intensity – a less reliable measure of motivation than choice and 
persistence, it is the physical effort of motivation; the amount of energy 
targeted toward an action. 
e. Performance – a behavioral pattern; one’s skills and abilities can 
be reflected by direction, persistence, and intensity. 
7. Personal Investment – a course of action that is objective, observable, and 
quantifiable; a part of a chain of events, a collection of behavioral patterns – the most 
important issue when considering motivation (Maehr & Braskamp, 1986). 
8. Professional Commitment - to abide by and further support the general 
goals and objectives of the organization (Maehr & Braskamp, 1986). 
9. Work Motivation – the observed behavioral patterns (direction, 
persistence, continuing motivation, intensity, and performance) associated in 
accomplishing work/job (tasks, duties and responsibilities) (Maehr, 1984; Maehr & 
Braskamp, 1986).   
Significance of the Study 
 
Motivating others and ourselves is quite a different accomplishment than merely 
achieving a certain performed effort.  Job performance and job satisfaction certainly are 
linked to motivation, but motivation involves a special component - - commitment 
(Herzberg, 1959).  This energizing force is what induces action in people.  Personal 
investment theory helps to explain what people are motivated to accomplish, how they 
will attempt to accomplish it, how hard they will work to do so, and when they will stop.  
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Education professionals are committed people.  Current leaders, researchers, and policy 
makers need to know what motivates educators into holding leadership positions in the 
K-12 system of education.  Research that examined the importance of motivation and its 
relationship to leadership practices adds to the limited knowledge that exists in the 
research related to the education of professionals who serve as leaders of schools. 
Educators have long known that school leadership makes a difference.  Waters, 
Marzano, and McNulty’s (2003) examined research from the past thirty years on the topic 
of the effects of leadership on student achievement.  The researchers identified twenty-
one leadership responsibilities and associated practices that are show a significant 
relationship with student achievement. They also found that an increase in student 
achievement is made when a leader improves his or her demonstrated leadership 
responsibilities.  
By linking work motivation and leadership practices of educators who are striving 
to become school principals, several positive outcomes may arise: (a) administration 
preparation programs may begin to assess potential students on their work motivation 
factors and their leadership practices upon entering and exiting the program, (b) school 
districts may begin to require that potential candidates for administrative positions 
complete a leadership training which incorporates work motivation assessments, (c) 
school districts may request that newly hired principals show their effective leadership 
practices by  taking a leadership practices inventory. 
The findings from this study provides schools and colleges, specifically 
professors who teach educators in graduate degree programs, with information of what to 
expect out of educators in terms of levels of motivation and leadership practices.  The 
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findings also help aspiring school administrators to see the relationship between work 
motivation and leadership practices and to help them make better career decisions. 
For teachers in the K-12 sector, the findings from this study might help them to 
realize their potential in a supervisory position.  For school districts, this study might 
encourage more professional development opportunities in the areas of work motivation, 
personal investment, job satisfaction, leadership practices and professional commitment, 
in order to meet the needs of filling vacancies in principal positions. 
In an effort to attract and retain quality educators, it would benefit superintendents 
and local school boards to understand the relationship between work motivation and 
leadership practices of those participants who have graduated from a master’s degree 
program in administration and supervision. 
Delimitations 
 This study confines itself to surveying graduates of a master’s degree program at 
a large research university in the southeast, therefore any similarity to those outside the 
participant group cannot be assumed.  Three specific instruments were used in the survey 
research design for this study.  Two of these instruments measured work motivation and 
leadership practices.  Any comparison to similar instruments should not be made.  The 
third instrument gathered specific data related to demographics and employment, and 
were dependent on the honesty and sincerity of the participants in the study. 
Organization of the Study 
There are five distinct chapters in this dissertation.  Chapter One includes an 
overview of the research, including a statement of the problem, the purpose of the study, 
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theoretical framework, research methodology, research questions, definitions of terms, 
significance of the study, and the delimitations of the study.   
Chapter Two provides a literature review on work motivation factors, leadership 
practices, and the relationship or linkage between work motivation and leadership 
practices.  Literature on studies related to the Work Motivation Inventory (Braskamp & 
Maehr, 1985) and the Leadership Practices Inventory (Kouzes & Posner, 2001) are 
discussed in this chapter.   
The research methodology used in the study is described in Chapter Three.  
Chapter Three outlines the research design, participants of the study, instrumentation, and 
data collection.  The research study results and data analysis are contained in Chapter 
Four.  The data are analyzed and presented using the SPSS software package.  The 
dissertation concludes with Chapter Five with a summary, conclusions, general 
recommendations, and recommendations for further study.
 
CHAPTER TWO 
REVIEW OF THE LITERATURE 
 
The purpose of this chapter is to examine the literature related to the relationship 
between work motivation and leadership practices in graduates of a master’s degree 
program in education administration and supervision.  The review of literature focuses on 
three constructs that are central to this study.  These constructs include work motivation, 




Work motivation is defined as a broad construct pertaining to the conditions and 
processes that account for the arousal, direction, magnitude, and maintenance of effort in 
a person’s job.  Theories of work motivation evolved from general theories of motivation 
and have largely been applied to explain task performance (Steers, Porter & Bigley, 
1996). 
Motivation has been a difficult concept to properly define, in part because there 
“are many philosophical orientations toward the nature of human beings and about what 
can be known about people” (Pinder, 1998, p. 11).  Although Dewsbury (1978) argued 
that the term defies definition, in an extensive multidisciplinary review Kleinginna and 
Kleinginna (1981) identified approximately 140 attempts.  Pinder (1998) provided a 
definition that nicely accommodates the different theoretical perspectives that have been
brought to bear in the explanation of work motivation. “Work motivation is a set of 
energetic forces that originates both within as well as beyond an individual’s being, to 
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initiate work-related behavior, and to determine its form, direction, intensity, and 
duration” (Pinder, 1998, p. 11). 
Behaviors that are induced by internal forces represent intrinsic motivation.  Deci 
(1975) suggested that intrinsically motivated behaviors represent one of two 
characteristics - individuals seeking challenging situations, or individuals overcoming 
challenges. 
There are two contrasting views that either individual personalities determine 
behavior or individual situations explain behavior.  Pervin (1975) assumed that there are 
individual differences in ways of behaving and that individual behavior is somewhat 
stable over time and consistent across situations.  Mischel (1968) argued that personality 
traits have accounted for little variance in behavior across situations.  Still others have 
found that job attitudes are stable until a shift in occupation occurs or an employer 
changes (Staw & Ross, 1985; Gerhardt, 1987).  
Most motivation theorists have proposed that there are two major sources of 
motivation:  extrinsic and intrinsic (e.g., Atkinson, 1958, 1964; Atkinson & Feather, 
1966; Bolles, 1967; Campbell & Pritchard, 1976; deCharms, 1968; Deci, 1975; Herzberg, 
1971; Herzberg, et al., 1967; Likert, 1961, 1967; Mayo, 1945; McClelland, 1955, 1961, 
1984; McClelland et al., 1953, 1973; McGregor, 1960; Ouchi, 1981; Perrow, 1972; 
Vroom, 1964; Weiner, 1972).  Extrinsic motivation is derived from external sources; 
when an individual is engaged in activities for instrumental or other reasons, such as 
receiving a reward.  Intrinsic motivation comes from internal, personal gain such as being 
engaged in an activity because of a deep interest or enjoyment.  Several theories focus on 
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the distinction between intrinsic and extrinsic motivation (Sansone & Harackiewicz, 
2000). 
 Motivational theories can also be divided into two categories, content and process 
theories.  Content theories assume that all individuals possess the same set of needs and 
therefore prescribe the characteristics that ought to be present in jobs - intrinsic 
motivation theories fall into this category.  Process theories stress the difference in 
people’s needs and focus on the cognitive processes that create these differences – 
extrinsic motivation theories make up this category (Bassett-Jones & Lloyd, 2005). 
Content Theories 
 The content approach to motivation focuses on the assumption that individuals are 
motivated by the desire to fulfill inner needs.  Content theories focus on the intrinsic 
needs that motivate people.  The most popular content theories include: (a) need-
hierarchy theory, (b) existence, relatedness, growth theory (“ERG”), (c) achievement 
motivation theory, (d) Herzberg’s two-factor theory, (e) self-determination theory, (f) 
flow theory, (g) self-efficacy theory, and (h) motivation systems theory. 
Need-Hierarchy Theory 
 
 Maslow (1954) outlined the most influential of content theories.  He suggested a 
“hierarchy of needs” where the lower-level needs had to be satisfied before the next 
higher level need would motivate employees.  Maslow’s five levels of needs are: 
physiological, safety, social, ego, and self-actualizing. 
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Existence, Relatedness, Growth (“ERG”) Theory 
 
Alderfer (1972) developed a comparable theory to Maslow’s need-hierararchy 
theory with his ERG (existence, relatedness, and growth) theory.  He suggested that 
individual needs can be divided into three groups (existence, relatedness, and growth), 
and they represent a continuum where one could move in either direction instead of a 
hierarchy. Alderfer viewed the growth needs and relatedness needs as becoming even 
more important when satisfied.  Therefore, any team-working arrangements can continue 
to motivate employees. 
Achievement Motivation Theory 
 
During the 1940s, David C. McClelland began to develop a theory of achievement 
motivation.  McClelland (1961) established that there are three patterns of motivation: a 
need for achievement, a need for power, and a need for affiliation.  This early research 
influenced a variety of theoretical perspectives on the role of personality in motivation. 
Herzberg’s Two-Factor Theory 
According to Herzberg (1959), two types of factors are necessary to increase 
employee satisfaction and motivation in the workplace.  His dual-factor theory references 
two different types of employee needs: hygiene factors and motivator factors.  Hygiene 
factors are those basic work factors – job security, working conditions, quality of 
supervision, interpersonal relations, status, and adequacy of pay and benefits – that if 
lacking, can cause dissatisfaction.  While the presence of these factors does not in itself 
produce satisfaction, they are essential since without them an employee can become 
dissatisfied, a condition that could lessen motivation. 
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However, when hygiene factors are provided in the workplace there is the 
potential for motivation.  Herzberg (1959) suggested that the motivational generators, 
such as self-fulfillment, self-actualization, and a work environment that is creative and 
challenging, are part of the factors that influence an employee’s performance and 
motivation.  The factors of responsibility and the recognition and growth that are secured 
from the work environment are also considered to be motivational factors.  True 
motivation, according to Herzberg, comes from within the employee, thus suggesting that 
intrinsic motivational factors may be just as important as extrinsic factors. 
Self-Determination Theory 
 
Deci and Ryan (1985) proposed the self-determination theory in which they 
integrated two perspectives on human motivation.  Humans are motivated to maintain an 
optimal level of stimulation (Hebb, 1955); and humans have basic needs for competence 
(White, 1959) and personal causation or self-determination (deCharms, 1968). Deci and 
Ryan argued that people seek out optimal stimulation and challenging activities and find 
these activities intrinsically motivating because they have a basic need for competence.  
Intrinsic motivation is maintained only when participants feel competent and self-
determined. 
Flow Theory 
Csikszentmihalyi (1988) defined intrinsically motivated behavior in terms of 
immediate subjective experience that occurs when people are engaged in an activity.  
Csikszentmihalyi labeled this emotional state as flow, and it can be described as a holistic 
feeling of being immersed in, and carried by, an activity.  Flow begins as a merging of 
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action and awareness.  There is a lack of self-consciousness; and one feels in control of 
their actions and the environment (Csikszentmihalyi, 1988). 
Self-Efficacy Theory 
 
Bandura (1997) proposed a social cognitive model of motivation focused on the 
role of perceptions of efficacy and human agency.  Bandura defined self-efficacy as 
individuals’ confidence in their ability to organize and execute a given course of action to 
solve a problem or accomplish a task.  He characterized it as a multi-dimensional 
construct that varies in strength, generality, and level (or difficulty).  Therefore, some 
people have a strong sense of self-efficacy and others do not; some have efficacy beliefs 
that encompass many situations, whereas others have narrow efficacy beliefs; and some 
believe they are efficacious even on the most difficult tasks, whereas others believe they 
are efficacious only on easier tasks. 
Motivation Systems Theory 
 
Motivation, as described in the Motivation Systems Theory (MST) by Ford 
(1992) involves personal goals, capability beliefs, and context beliefs.  MST integrates 
many theories of motivation and is grounded in the premise that motivation provided the 
psychological basis for individuals’ development of competence.  The theory focuses on 
three basic components of motivational patterns: (a) personal goals, (b) personal agency 
beliefs, and (c) emotional arousal processes.  Personal goals anticipate desired future 
outcomes and prepare an individual to try to produce the outcomes (Locke & Latham, 
1990).  Personal agency beliefs are an individual’s thoughts which relate a goal to the 
likely consequence if the individual pursues the goal.  Personal agency beliefs are 
composed of the pattern of two belief processes:  beliefs about capabilities and beliefs 
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about support from the environmental context.  Capability beliefs, similar to Bandura’s 
(1986) “self-efficacy expectations” or Deci’s (1980) “perceived competence” were 
evaluations of whether one has the necessary skills to attain a goal.  Context beliefs, were 
evaluations of whether one’s environment will support goal attainment, and involve 
congruency of personal goals with organizational goals (Maehr & Braskamp, 1986), 
perceptions of availability of resources, and perceptions of social support and reward.  
Goals and personal agency beliefs set the stage for the third component, emotional 
arousal.  Emotions are subjective states that reveal the degree of success, problems, or 
failure an individual anticipates in relation to a goal.  Emotions become most salient 
when immediate, vigorous action is required.  A desired consequence of motivation is 
achievement, the attainment of a personally or socially valued goal within a specified 
context. 
Process Theories 
 Process theories share an emphasis on the cognitive processes in determining the 
level of motivation.  The process approach emphasizes how and why people choose 
certain behaviors in order to meet their personal goals.  Process theories focus on external 
influences or behaviors that people choose to meet their needs. 
Reinforcement Theory 
 Skinner’s theory simply states those employees’ behaviors that lead to positive 
outcomes will be repeated and behaviors that lead to negative outcomes will not be 
repeated (Skinner, 1953). Managers should positively reinforce employee behaviors that 
lead to positive outcomes. Managers should negatively reinforce employee behaviors that 
lead to negative outcomes. 
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Valence, Instrumentality and Expectancy (“VIE”) Theory 
 
 Vroom’s (1964) work on expectancy theory is based on the belief that employee 
effort leads to performance and performance leads to rewards.  There may be positive or 
negative rewards.  The more positive the reward, the more likely the employee will be 
highly motivated. The more negative the reward, the less likely the employee will be 
motivated.  Vroom argued that the perception of a link between effort and reward was 
crucial to a worker’s motivation.  After this perception of a linkage between effort and 
reward, the probability or valences would follow from high performance 
(instrumentality).  The motivational force could then be calculated if expectancy, valence 
and instrumentality values are known. 
Equity Theory 
 
 Adams (1965) confirms equity theory as a most useful framework for 
understanding work motivation.  Equity theory assumes that one important cognitive 
process involves people observing what effort other people are putting into their work 
and what rewards follow.  Equity is achieved when the ratio of employee outcomes-over-
inputs is equal to other employee outcomes-over-inputs. Equity theory is driven by a 
concern for fairness and equity.   
Personal Investment Theory 
 
 Maehr and Braskamp (1986) describe personal investment as “a course of action 
rather than … a psychological state.  It is a concept that appears to integrate a collection 
of behavioral patterns, all of which reflect a degree of attraction toward something” (p. 
9).  Maehr and Braskamp’s (1986) personal investment theory is a cognitive theory of 
achievement motivation that combined concepts of both traditional and achievement 
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motivation theories (e.g., Atkinson, 1958, 1964; Atkinson & Feather, 1966; Bolles, 1967; 
Campbell & Pritchard, 1976; deCharms, 1968; Deci, 1975; Herzberg, 1971; Herzberg, et 
al., 1967; Likert, 1961, 1967; Mayo, 1945; McClelland, 1955, 1961, 1984; McClelland et 
al., 1953, 1973; McGregor, 1960; Ouchi, 1981; Perrow, 1972; Vroom, 1964; Weiner, 
1972).  According to Maehr and Braskamp (1986), motives for accomplishment, 
affiliation, power, and recognition function in unison to influence individual choices.  
Personal investment suggests that we look at an individual’s choices to determine why 
they put all of their resources into a certain activity (or why they pull out all of their 
resources). 
To look at motivation as a personal investment is to view it as a direct product of 
the situation, not as a trait of the individual being studied.  People and their personalities 
are not as easy to change as the situation at hand.  Personal investment suggests 
distributing resources such as time, energy and talents in different ways. 
A number of cognitive or process theorists such as Bandura (1977, 1982), 
deCharms (1968, 1978), Edwards (1999), Locke and Latham (1990a, 1990b), Maehr and 
Braskamp (1986), Porter and Lawler (1968), and Vroom (1964) focused on person-
situation interaction as being basic to motivation.  This focus on interaction was made as 
a means to unite two theories: content and reinforcement.  Research on the interaction of 
person-situation resulted in the person-situation theory, more commonly referred to as 
cognitive choice theory.  There are several theories that are classified under the person-
situation theory: goal-setting, expectancy, social cognition, and equity. 
Maehr (1984) and Maehr and Braskamp (1986) noted that the inquiry of 
motivation in any environment was the inquiry of behavior.  Maehr used motivation as 
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basic references to goal directed behavior, or the manner in which people elect to invest 
their time, energy, and talent toward achievement of desired or established goals or ends.  
Motivation was implied from persistence.  There were five behavioral patterns which 
Maehr and Braskamp identified and considered to be the behavioral basis for 
motivational inferences: direction (choice), persistence, continuing motivation, intensity, 
and performance (p.3).  Maehr (1984) described those behavioral patterns, which had 
been observed in some form or variation in a number of studies on motivation as: 
Direction – When an individual attends to one thing and not another, it is 
then that we are likely to infer that he is motivated in one way, but not the 
other.  The choices that individuals make between behavioral alternatives 
suggest motivational inferences. 
Persistence – When an individual concentrates attention on the same task 
or event, for a greater or lesser period of time, it is then that observers are 
to infer the existence of a greater or lesser degree of motivation… The 
person repeatedly chooses the same (or closely similar) behavioral 
alternatives while simultaneously rejecting other alternatives.  The 
behavioral pattern of persistence is really just another example of a choice 
that is made or a behavioral direction that is taken. 
Continuing Motivation – The behavioral pattern that is strikingly 
suggestive of powerful motivation is the return to a previously 
encountered task or task area on one’s own, without apparent external 
constraints to do so. 
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Activity – Some persons seem to be more active than others; they do more.  
While this basic observation has merit, several qualifying factors should 
be noted. 
Performance – It might be noted that performance level is in no sense a 
pure measure of motivation.  Performance level is a product of a variety of 
factors including a combination of the motivational patterns, choice, 
persistence, continuing motivation, and activity level are all likely to be 
reflected in performance level (Maehr, 1984, p. 118-121). 
Maehr and Braskamp (1986) indicated that task features or characteristics 
(inherent attractiveness, socio-cultural definition, interpersonal demands and task 
associated incentives) and social expectations (normative expectations, role-related 
expectations, and individualized expectations) were situational factors that influenced 
motivation. Maehr and Braskamp (1986) viewed motivation as a process in the 
continuous flow of behavior that was shaped by the meaning that situations have to 
individuals.  Individuals may hold relatively enduring perceptions and thoughts, and the 
relative strength of each may alternate depending on situational conditions.  The relative 
strength of each motive (accomplishment, affiliation, power, and recognition) matched 
with the sense of self perceptions (goal directedness, self-esteem, self-reliance), and 
perceived options (advancement opportunities and marketability) determine the meaning 
associated with performing any given task, job, or work for any given organization.  
Maehr (1984) defined meaning as a characteristic of individual personality and a long-
lasting characteristic gained from previous learning and experience that tends to expose 
itself in the present situation.  Maehr and Braskamp (1986) later defined the term 
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“meaning” to refer to thoughts, perceptions, purposes, and goals.  The meaning of a 
situation is based on facets and antecedents of meaning which are the critical 
determinants of individual personal investment. 
Facets of Meaning.  Facets of meaning as described by Maehr and Braskamp 
(1986) represent a composition of three interrelated facets: (a) personal incentives 
associated with performing in a situation (task personal incentives, ego personal 
incentives, social personal incentives, and extrinsic personal incentives); (b) sense of self 
(identity, self-reliance, goal-directedness, and sense of competence); and (c) perceived 
options believed to be available in a situation (marketability and opportunities for 
advancement).  Maehr and Braskamp described antecedents of meaning as being a 
combination of personal factors (personal experiences, age, gender, education, and other 
personal traits) and situational factors (performance situations, personal experiences, 
information, socio-cultural context, and age or life stage). 
Personal Incentives 
 The personal investment theory was initially built upon the foundation of 
personal goals by Maehr (1984) and later changed to personal incentives by Maehr and 
Braskamp (1986).  The term personal incentives was referred to by Maehr and Braskamp 
as the motivational focus of the activity – what a person expects to get out of the activity, 
what is the value of the activity, and how does the person define success and failure in the 
situation. The term incentives was utilized to bring focus to the variety of situational 
factors that may alter or influence individual motivation.  Since an individual’s 
understanding and perception of a situation is extremely important in the personal 
investment theory, personal was used as a qualifier.  The term goal was referred to from 
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a subjective position; goal is an indicator of what is attractive or unattractive about the 
task or job, as well as the motivational focus of the task or job.  Maehr (1984) and Maehr 
and Braskamp (1986) emphasize three general points regarding tasks: (a) some tasks or 
jobs may have had inherent incentives or attractiveness; (b) there was much variation 
from task to task; and (c) different characteristics of tasks were recognized as being 
influential in eliciting personal investment. 
 Maehr (1984) and Maehr and Braskamp (1986) designated four personal incentive 
categories that were generally associated with achievement: task and ego (intrinsic), and 
social support and external rewards (extrinsic).  Maehr and Braskamp reported that 
individuals naturally tend to be dominant in one of the four incentives; however, each 
individual may lean toward one incentive over another based on situational requirements.  
The variety of behavioral incentives was thought to produce single behavioral patterns 
which may be more or less instrumental in meeting multiple organizational expectations.  
Maehr and Braskamp noted that the application of work investment behavior depends on 
the degree of congruence between individual incentives, external norms and 
requirements. 
Task Personal Incentives.  According to Ryan’s (1958) theory of motivation, a 
large proportion of behavior was initiated by tasks (goals, intentions) and a large 
proportion of tasks led to the behavior specified by the task.  A task was a necessary 
condition for most kinds of behavior.  Maehr and Braskamp (1986) identified two types 
of task incentives that may drive task-oriented individuals: pure task absorption and 
demonstrating competence.  Pure task absorption referred to the condition where task 
performance itself was the motivating factor.  Performance objectives established by 
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individuals were entirely intrinsic; therefore, external standards, evaluation, and rewards 
were viewed to be unimportant.  Focusing on the relationship of personal incentives to 
behavior, Maehr and Braskamp (1986) indicated that strongly held task incentives 
probably led those individuals to spontaneously choose tasks that challenged their 
competence and ability. Those individuals would seek and choose tasks and activities that 
provided a number and variety of characteristics.  For example, these individuals would 
choose tasks which performance could be evaluated as successful or unsuccessful based 
on standards of excellence, tasks which the result of the performance was uncertain, and 
tasks for which the individual was responsible for the outcome.  In essence, for those 
individuals, the major objective was to enhance personal skills and knowledge through 
experience.  The individuals achieve satisfaction from self-competition simply for self-
improvement. 
Ego Personal Incentives.  Maehr and Sjorgren (1971) stated that ego incentives 
refer directly to social competition.  Individuals evaluated their performance as successful 
or unsuccessful based on the performance of others.  Ego incentives provide individuals 
the opportunity to analyze their own abilities which may have altered effects on their 
motivation to perform better than others and improve one’s skills or performance.  The 
sense of competence is a key to ego incentives.  Risking failure of the task or activity was 
highly unlikely for those with low perception of competence.  Choice of tasks under this 
condition include tasks or activities that almost guaranteed successful achievement, or 
tasks or activities that presented almost no real chance of successful achievement.  Maehr 
and Sjorgen (1971) concluded that the goal of incentives was to measure success based 
on others, to improve individual performance, and to perform better than others.   
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Social Personal Incentives.  Social personal incentives were initially termed 
“social solidarity goals” by Maehr (1984).  The social personal incentives were not as 
competitive or challenging with self or others as ego and task incentives.  Instead, social 
incentives encouraged the following: affiliation, support and approval of others, and 
faithfulness effort (Maehr & Braskamp, 1986).  Although individuals motivated by social 
personal incentives may not have had their ability challenged under the social personal 
incentive, there was still a tendency to exercise a great deal of effort.  Enhancing 
relationships with others was the main objective.  The competition and challenge were 
insignificant.  Maehr and Braskamp (1986) argue that social incentives do not generally 
attempt to provide enhancement of competence, ability, encouragement for challenge 
seeking, or initiate traveling an unusual path. 
External or Extrinsic Personal Incentives.  Reward, status, and recognition were 
key factors for individuals motivated by extrinsic incentives (Maehr & Braskamp, 1986).  
External incentives placed symbolic value on status, approval, and productivity.  
Performing the task became more attractive when there was a good chance of achieving 
the incentives.  Maehr and Braskamp stressed that the perception of incentives was 
important, not merely their presence in a situation.  The development of intrinsic 
motivation, which was needed to maintain performance and achievement upon 
eliminating extrinsic incentives, could be sacrificed due to dependence on external 
reinforcement. 
Sense of Self 
Jung (1958) appeared to have formulated the concept of self.  Russell and Black 
(1981) used the term “our many selves” (p. 26) and identified six selves: (a) real self, (b) 
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perceived self, (c) idealized self, (d) disclosed self, (e) disclosure perceived by others, 
and (f) self as believed by others.  Describing the perceived self, Russell and Black 
wrote: 
. . . the self that we are consciously aware of is known as the perceived 
self.  This self is always less than the real self simply because we are only 
aware of that tip of the self above the surface.  But our perceived self 
varies depending upon the others around us at any given time. (p.30) 
The personal investment theory includes the second major facet as sense of self.  Sense of 
self was a critical element in the determination of personal investment because it 
reflected the judgments and beliefs that were directly related to an individual’s definition 
of self.  Sense of self is defined by Maehr and Braskamp (1986) as an individual’s 
organized collection of perceptions, beliefs, and feelings about themselves.  Sense of self 
is comprised of four facets: (a) identity, (b) self-reliance, (c) goal-directedness, and (d) 
sense of competence. 
Identity.  Maehr (1974, 1978, 1984) and Maehr and Braskamp (1986) defined 
identity as perceptions a person has of himself/herself as being associated with certain 
groups and holding selected individuals as being significant.  Social and cultural factors 
also influence identity as well as motivation.  For example, a person’s personality is 
shaped in socio-cultural context and socio-cultural norms.  In addition, attendant 
expectations are significant factors in defining options and directing choices.  Knowledge 
concerning and acceptance of certain goals and purposes are affected by identity.  Self 
identity encompasses the following: defining what is worth attempting to achieve, and 
determining how attempts should be accomplished.  According to Maehr and Braskamp 
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(1986), social norm expectations which result from the individual’s identity are a direct 
function of the individual’s definition or perception of self as a member of a particular 
social or cultural group. 
Self-reliance.  Self-reliance is described as an individual’s perceptions “that he or 
she can chart new waters and confront challenges, uncertainties, and difficulties with 
confidence” (Maehr & Braskamp, 1986, p. 59-60).  Maehr and Braskamp (1986) reported 
concerns that the person’s perception fundamentally influences their own destiny.  
According to deCharms (1968) and Deci (1980), the individual is an initiator or a judge 
of what will occur characteristically or in any given circumstance.  Research (deCharms, 
1968; Harter, 1981; Maehr & Braskamp, 1986) on perceptions of self as a cause for 
found that self had impact on attributions for success and failure, and influenced personal 
incentive orientations and continuing motivation in performance tasks and situations. 
Goal-directedness.  Maehr and Braskamp (1986) referred to goal-directedness as 
an individual’s tendency to consistently set goals and organize behavior accordingly to 
achieve set goals.  Allport (1955) reported that individuals who were high in goal-
directedness had a sense that they were becoming something instead of being something.  
Other researchers point out that goals and incentives change throughout adulthood 
(Hinsz, Kalnbach & Lorentz, 1997; Maehr & Braskamp, 1986; Maehr & Kleiber, 1980, 
1981; Raynor, 1982; Raynor & Brown, 1985; Veroff, Depner, Kulka & Douvan, 1980; 
Veroff, Reuman & Feld, 1984; Veroff & Smith, 1985; Veroff & Veroff, 1980).  Mischel 
(1966) stated that goal-directedness incorporated principles of achievement over an 
extended amount of time only for the ability to delay gratification. 
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Sense of Competence.  The sense of competence was directly related to an 
individual’s self perception of his/her ability and skills to meet the demands of any task 
situation.  According to Maehr and Braskamp (1986), sense of competence developed 
during the introductory phases of experience and continued forward.  Sense of 
competence functions as an inner guide for choices in the future.  Maehr and Willig 
(1982) reported that the nature of choices made by individuals in any given situation 
heavily impact subsequent development in ability and talent.  Weiner (1979) wrote that 
self-perceptions of competence represent one of three cognitions that are considered 
relevant to achievement behavior.  Maehr (1984) referred to sense of competence 
specifically as a judgment an individual made about his or her ability to perform 
effectively.  Sense of competence is an individual’s beliefs concerning his or her ability 
and judgments that he/she could successfully perform and complete the task. 
 Individuals in authoritative positions possessing high personal competence 
perception were more inclined to release some degree of personal control as a way to 
promote the development of self-competence and achievement motivation in others 
(Condry, 1987).  In contrast, Ames and Ames (1984) argue that individuals holding low 
perceptions of personal competence tended to evade tests of their ability and skills and 
may have implemented ego protecting tactics to account for their own, as well as other’s 
lack of achievement. 
 Self-competence closely mirrors what a number of researchers refer to as self-
efficacy or self-referent.  Some researchers describe self-efficacy as related to teachers 
(e.g., Ames, 1975; Gibson & Dembo, 1984; Guskey, 1987; Hinsz et al., 1997; Murray & 
Stabeler, 1974; Raudenbush, Rowan & Choeng, 1992; Saklofske et al., 1988; Schempp, 
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1986; Woolfolk & Hoy, 1990), and as related to schools (e.g., Newman et al., 1989).  
Others use the term self-referent for self-competence (e.g., deCharms, 1968; Garber & 
Seligman, 1980; Lefcourt, 1976; Perlmuter & Monty, 1979; Rotter, Chance & Phares, 
1972; White 1959).  Bandura (1982) suggested that self-efficacy influences thought 
patterns, actions, emotional arousal, and was concerned with judgments of how well an 
individual could carry courses of action required to deal with situations, to determine the 
amount of effort an individual would assert, and to determine length of time one would 
persist when confronted by obstacles or aversive experiences.  Self-efficacy functions 
were influenced partially by the environment in which goals or tasks were to be achieved 
and partially by “the incentives or disincentives associated with attempting, succeeding, 
or failing to accomplish tasks or achieve goals” (Smylie, 1992, p. 52).  Choice of 
activities and environmental settings were influenced by judgments in self-efficacy.  
Bandura (1977) asserts that there is an avoidance of activities when individuals believe 
the activities exceed their coping capabilities.  These individuals undertook and 
performed with confidence those tasks that they judged they were capable of handling. 
Perceived Options.  Perceived options are defined as behavioral choices or action 
possibilities that an individual perceives to be available to him or her in any given 
situation (Maehr & Braskamp, 1986).  As a result, individuals respond in a manner of 
perceived available choices in a situation.  Maehr and Braskamp suggest several key 
points: (a) choice of available alternatives to the individual is a critical factor in the 
motivational choices that will be made; (b) the actual number of perceived available 
choices may be important; and (c) options available usually are related to judgments 
concerning competence.  The researchers caution that not in all cases is an individual’s 
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perception of the situation a critical factor.  Perception of options initiates the 
motivational process, and it is that perception that is critical to whatever follows.  Maehr 
and Braskamp further suggests that there are two categories of options.  These include 
available or possible options, and acceptable options, which are linked to what is proper 
and right based on individual’s membership in a particular socio-cultural group and on 
the roles an individual performs. 
Antecedents of Meaning 
 
 Maehr and Braskamp (1986) defined antecedents of meaning as the personal and 
situational factors that are representative of the unique set of conditions under which 
meaning is determined.  Maehr and Braskamp identified two basic causal categories: (a) 
the person, which is categorized as personal; and (b) the situation, which is subdivided 
into job and organization.   
Personal Factors.  Maehr and Braskamp (1986) used the term “the person” to 
refer to personal factors.  Individual nature is key because each individual approached 
situations with baggage.  The perception was that the baggage contained personal 
experience, age, gender, education, and other personal traits (i.e., personal histories, a 
defined sense of self, awareness of perceived options, preferred personal incentives) that 
give the individual certain meaning biases.  Maehr and Braskamp made the assumption 
that each person possessed a package of meanings that resulted from past experiences 
that were brought to each situation.  Basically speaking, the package of meanings 
contained everything about each individual’s previous situation, and was used to 
determine the meaning of the present situation. 
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Situational Factors.  The perceptions of meaning in any situation were also 
influenced by situational factors.  Maehr and Braskamp (1986) present performance 
situations (social expectation and task design), personal experiences, information, socio-
cultural context, and age or life stage as situational factors. 
 According to Maehr and Braskamp (1986), motivation for the most part depends 
on the situation.  There were a number of features of the context of work that have a part 
in determining personal investment.  The following are examples: (a) the nature of the 
job or task to be performed, (b) how the job or task is to be performed, (c) time frame in 
which the job or task is to be completed, (d) environmental setting, (e) available resource, 
and (f) person or persons with whom the job or task was to be performed. 
 Peters and O’Connor (1980) provided a guiding taxonomy of “situational 
performance constraints” which influenced individuals’ tasks or job performance.  
Examples of primary sources of those constraints include job relayed information, task 
training and preparation, physical work environment acceptability, support/service from 
others, and availability of material and supplies.  Specifically addressing perception of 
situations, Ullrich (1972) wrote: 
… the perception of a situation’s potential includes an assessment of 
various characteristics of the environment, one’s own abilities, and the 
type of outcomes which can result from interactions between the self and 
the environment.  In this sense the perceived potential in a situation is a 
forecasted outcome of events in the same manner that a sales forecast is 
the predicted course of interactions among various economic entities.  
(Ullrich, 1972, p. 50) 
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Freedman and Phillips (1985) pointed out that in situations where performance is 
constrained by those contextual factors and performance is valued for either intrinsic or 
extrinsic reasons, their presence is expected to produce low motivation and 
dissatisfaction.  The constraints can directly affect performance and satisfaction by 
undermining the effectiveness of other motivating forces, such as pay incentives, goal-
setting, and job enrichment.   
Maehr and Braskamp (1986) urged that the character of the current situation also 
has effects on meaning.   The researchers identified two aspects of the present situation 
that may affect meaning - social expectation, and task design. 
 Perceptions and definitions of personal incentives, action possibilities, and sense 
of self are influenced by social organization’s expectations.  An individual’s personal 
investment and meaning generally changed with changes in colleagues, situation, or both 
(Maehr & Braskamp, 1986). 
 The term “task design” was used by Maehr (1984), and Maehr and Braskamp 
(1986) while other researchers used the term job or work design (e.g., Hackman, 1977, 
1987; Hackman & Oldham, 1976, 1980; Lawler, 1967, 1977a, 1977b, 1987).  The task or 
job in itself is an important feature in most situations, especially in employment 
situations.  The nature of some jobs or tasks make them more interesting, attractive, and 
inherently motivating than others.  Maehr and Braskamp (1986) simply stated that 
inherent attractiveness was, “how interesting, meaningful, or intrinsically motivating the 
task is to the person.”  Hackman (1977) identified five job characteristics related to work 
motivation.  These tasks include skill variety, task identity, task significance, autonomy, 
and feedback, and encourage the emergence of the psychological states (experienced 
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meaningfulness, experienced responsibility, and knowledge of results.)  Lawler (1977b) 
identified three characteristics “which jobs must possess if they are to arouse higher-order 
needs and to create conditions such that people who perform them will come to expect 
that good performance will lead to intrinsic rewards” (p. 163).  According to Lawler, 
these characteristics include: 
1. the individual must receive meaningful feedback about his 
performance; 
2. the job must be perceived by the individual as requiring him to use 
abilities that he values in order for him to perform the job effectively; 
and 
3. the individual must feel he has a high degree of self-control over 
setting his own goals and over defining the paths to the goals (p. 163). 
Maehr and Braskamp indicated that task features or characteristics (inherent 
attractiveness, socio-cultural definition, interpersonal demands, and task-associated 
incentives) and social expectations (normative expectations, role-related expectations, 
and individualized expectations) are situational factors that influenced motivation.  
Focusing on enriching jobs and instilling changes, Miller (1977) wrote the following: 
A critical step in the design of any job is the decision about how the work 
is to be distributed among the people who do it.  Numerous considerations 
affect that decision, such as technological constraints, level of worker 
training and experience, ‘efficiency’ from an industrial or system 
engineering perspective, and equity of individual workloads. Work 
designed on the basis of these factors usually is distributed among 
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employees rationally and logically.  The problem is that the logic used 
does not include the needs of the employees for personally meaningful 
work (p. 95). 
Hackman (1977) emphasized that the job dimensions of skill variety, task 
identity, and task significance contributed to the job’s meaningfulness. There were a 
number of features of the job or task that had possible affects on the meaning that the job 
or task would have for each individual.  Personal investment could have been elicited by 
the job or task itself.  Also, job and task could have been designed and redesigned to 
affect personal investment and motivation of workers.  According to Maehr and 
Braskamp (1986), a number of research studies taken collectively suggested that there 
were four overlapping and interrelated factors that were key in determining which 
personal incentives would be projected in any situation.  Those factors were: autonomy, 
compensation, feedback, and inherent attractiveness. 
 Autonomy was identified by Hackman (1977, 1987) and Hackman and Oldham 
(1980), and it was perceived to be critical in determining the motivation of or personal 
investment in any job or task (Maehr, 1984).  Autonomy was the degree to which an 
individual had both independence and freedom in deciding how and when to finish a job 
or task.  Two key elements that were inadvertently linked with autonomy include: (a) 
willingness to accept responsibility for finishing the job or task and (b) perceived 
ownership of the job or task.  Hackman (1977) identified autonomy as the job 
characteristic “predicted to prompt employee feelings of personal responsibility for the 
work outcomes” (p. 131).  Schein (1978) perceived and classified autonomy as a career 
anchor.  According to Schein, “…autonomy is the anchor because autonomy is what they 
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would not give up if forced to choose” (p. 156).  Researchers such as Deci (1975, 1980), 
Hackman and Oldham (1980), and Schein (1978) provided evidence for the assumption 
that motivation was affected by autonomy. 
 According to Maehr and Braskamp (1986), feedback was simply the evaluation of 
task performance:  what was evaluated, how the evaluation was done, and what use is 
made of evaluation information.  Hackman (1977) identified feedback as the job 
characteristic that promotes knowledge of results.  Hackman defined feedback as “the 
degree to which carrying out the work activities required by the job results in the 
individual obtaining direct and clear information about the effectiveness of his 
performance” (p. 131). 
Personal Experiences 
Each individual comes to a situation with a “package” of meanings derived from 
previous experiences (Maehr & Braskamp, 1986).  Maehr and Braskamp wrote: 
… that is, individuals characteristically hold certain personal incentives 
and views of self and may be especially aware of or inclined toward 
selected behavioral options.  Some individuals, for example, typically 
approach each task as if it were a competitive game in which some win 
and others lose.  Similarly, people are likely to hold a general sense of 
their competence in given performance areas.  They bring these meanings 
to each new situation.  (p. 62) 
 Information 
All facets of meaning, motivation, and choices requires access to information.  All 
information obtained, analyzed, and processed are necessary to determine personal 
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investment.  The accessibility of information is achieved utilizing different methods.  For 
example, literature, technology (computers, media and visual designs), formal 
instructions and informal instructions could all be used (Maehr & Braskamp, 1986). 
Socio-cultural Context 
Maehr and Braskamp (1986) seemed to focus on two facets of the socio-cultural 
context:  the organizational culture in which the task was performed and the wider socio-
cultural context in which the actors in any situation participated.  There are cultural 
differences in the nature of work, its meaning, and how it was performed (Fyans, Salili, 
Maehr, & Desai, 1983).  With regards to cultural differences, Maehr and Braskamp 
(1986) wrote, “this differential meaning continually intrudes in the workplace – 
sometimes creating conflicts, sometimes enhancing productivity, sometimes reducing it” 
(p.34).   Maehr (1984) and Maehr and Braskamp (1986) concluded that work and 
achievement patterns were illustrated differently because people of different cultures 
understand work and achievement differently. 
Age or Life Stages 
 
Addressing stages of life, Jung (1960) wrote: 
 
… the nearer we approach to the middle of life, and the better we have 
succeeded in entrenching ourselves in our personal standpoints and social 
positions, the more it appears as if we had discovered the right course and 
the right ideals and principles of behavior. (p. 104) 
 Although Jung elected not to address old age because “… [they] are the stages of 
life without any conscious problems” (p. 114), several researchers studied, associated, or 
commented on age, especially age and motivation.  For example, according to Fogarty 
39 
(1963), “…age fundamentally affects working capacity, along with other aspects of 
personality” (p. 45), and “attitudes change in old age” (p. 46).  Davies, Matthews & 
Wong (1991) stated that “age may also affect the value put on job rewards” (p. 181).  
Levinson’s (1986) life stage model suggested that adult life is comprised of a straight 
forward succession of stages that include: early, middle, and late adulthood.  Davies et al. 
(1991) also stated: 
… stage models provide theoretical grounds for supposing that job 
attitudes and perceptions, hence job satisfaction and involvement, may 
vary with the person’s adaptation to the work role… Another possibility is 
that age differences in job satisfaction are associated with age differences 
in life stress generally, rather than with age differences in attitudes at work 
(p. 182). 
 Rhodes (1983) stated that psychosocial aging, such as social roles and biological 
aging were considered causes of age effects influencing work behavior and attitudes.  
Rhodes referred to psychosocial aging as “systematic changes in personality, needs, 
expectations, and behavior as well as performance in sequence of socially prescribed 
roles and accumulation of experiences” (p. 329).  Maehr and Kleiber (1981) suggested 
that as individuals age, there is a tendency to lean toward self-actualization and personal 
growth, more so than being focused and concerned with work and career success and 
failure.  According to Holley, Field, and Holley (1978) and Porter (1963), the older 
worker seemed to value job security and some extrinsic rewards such as benefits more 
than younger workers, but Rhodes’ analysis of eight bivariate studies showed “…there is 
overwhelming evidence that all job satisfaction is positively associated with age” (p. 
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331).  Saleh and Otis (1976) reported that the level of job satisfaction increases up to age 
60 and declines from age 60 to 65. 
 Ryff (1985) stated that personal growth constituted an important factor of 
motivation in adulthood and aging.  There appeared to be a progressive change with age, 
from defining one’s competence in terms of income, success, occupational influence, 
social and political power toward more intrinsically defined activities (Maehr & Kleiber, 
1981).  Maehr and Kleiber’s (1987a, 1987b) study of changes in personal investment 
examined how age was related to meanings and to personal investment.  Maehr and 
Kleiber reported that a slight increase in affiliation personal incentives, and goal 
directedness varied with age.  Job satisfaction tended to increase with age as well as 
organizational commitment.  Maehr and Kleiber wrote, “motivational patterns are 
minimally related to age during the working ages (20-70)” (p. 10).  Meaning and personal 
investment changes as life circumstances of an individual change and/or as opportunities 
are presented. 
Results or Outcomes of Personal Investment 
 
 Three possible results or outcomes of personal investment were identified by 
Maehr and Braskamp (1986).  However, the researchers stated that there were 
possibilities of additional outcomes.  The three outcomes were considered to have been 
reflective of the individual: (a) achievement, (b) personal growth, and (c) life satisfaction.  
The salient point presented by Maehr and Braskamp was twofold:  “different patterns of 
investment may have different effects on a person, and these effects may be valued 
differently by different individuals, groups, or societies” (p. 15). 
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 Achievement.  Achievement was the first type of result from personal investment.  
In the majority of the studies, the successes and failures in accomplishing a goal, task, or 
job were generally thought to be achievement.  Maehr and Braskamp (1986) thought of 
achievement as being something that is done by an individual or a group.  Achievement 
involves performance when the outcome is not a foregone conclusion, and it happens 
only when the results are uncertain at the beginning.  Achievement also involves a 
personal accomplishment attributed to effort and ability of an individual that is valued by 
both individual and social organization (social significance).  Maehr and Braskamp 
suggested achievement motivation probably changed as individuals aged, and the nature 
of achievement motivation became more oriented toward leisure activities rather than 
work.  Raynor (1982) theorized that achievement motivation shifted as new career 
possibilities or limitations occurred to people as they proceed through life. 
 Personal Growth.  According to Maehr and Braskamp (1986), enhancement of an 
individual’s competence, skill or ability resulted from personal investment.  The personal 
investment theory continuously stressed that people generally invested themselves in 
tasks and activities that would enhance their abilities and certain situations may have 
encouraged or discouraged investment. 
 Life Satisfaction.  Life satisfaction was perceived as the quality of life an 
individual experienced regarding their own achievements or personal growth (Maehr & 
Braskamp, 1986).  Life satisfaction can encompass job-related activities, such as a 
promotion or pay raise; community/social activities, such as becoming a member of an 
organization or association; and personal/familial activities, such as continuing education, 
starting a family or moving to a new area. 
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Effective Leadership Practices 
 
 Leadership is seen as one of the most important variables in determining 
organizational success.  The construct is also one of the most researched and debated 
topics in the field of organizational dynamics.  Leadership can be defined in many 
different ways (Yukl, 1998), but the measure of leadership worth can be described in 
more definitive terms.  It is easy to describe the act of leading, but it becomes more 
difficult to describe leadership because of its many different domains. 
 Definitions of leadership are numerous and tend to reflect various research 
approaches.  Most definitions of leadership are based on the assumption that it involves 
the process of intentional influence exerted by one person over another to structure and 
manage activities and relationships in a group or organization (Yukl, 1998).  Although 
Yukl articulated a generally acceptable definition, the research perspective focuses on 
nuances of the definition. 
 Researchers have analyzed leaders’ traits, what they do, how they do things, how 
they motivate, how their strategies interact with different situations and how they affect 
organizations (Bass, 1990; Bennis & Nanus, 1985; Fiedler & House, 1994; Hersey & 
Blanchard, 1977; Kouzes & Posner, 1995; Yukl, 1998; Yukl & Van Fleet, 1992).  
Empirical themes that emerged from a review of the body of literature on the subject of 
leadership include the trait approach, the behavior approach, the power-influence 
approach, the cultural and symbolic approach, the cognitive approach and the situational 
or contingency approach (Bensimon, et al., 1989; Pratch & Jacobowitz, 1997; Yukl, 
1998). 
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 The trait approach emphasized the innate personal attributes of the leader.  The 
1930s and 1940s spawned research to identify what unique or extraordinary features 
leaders possessed (Pratch & Jacobowitz, 1997).  In more than 120 studies, leaders and 
followers were tested on measures ranging from dominance to extraversion, from 
physical appearance to intelligence, and from energy to persuasive ability.  The massive 
research effort during this period failed to conclusively identify any traits that guaranteed 
leadership effectiveness (Yukl, 1998). 
 In the 1950s the focus of leadership research shifted to leader behavior.  Much 
research on leader behavior was concerned with classification of behaviors that describe 
effective leaders (Yukl, 1998).  The research, much of it using behavior description 
questionnaires, has examined measures of leadership behavior and measures of 
leadership effectiveness (Yukl, 1998). 
 The power-influence approach focused on the process between leaders and 
followers.  Like the trait and behavior approaches, power-influence research had a leader-
centered perspective on leadership effectiveness.  Specifically, this type of research 
explains how power is used by the effective leader (Yukl, 1998). 
 The cultural and symbolic approach to leadership research was aimed at the study 
of leaders’ influence in maintaining or reinterpreting the systems of shared beliefs and 
values that give meaning to organizational life (Bensimon, et al., 1989).  This type of 
research explains leadership as the significance and meaning of the organization’s 
perception of the leader. 
 The cognitive approach focused on leadership as a social attribution that permits 
people to make sense of a complex world (Bensimon, et al., 1989).  The focus of this 
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research was to explain the leadership dynamic through an examination of one’s learning 
capacity. 
 Early studies that focused on traits and behavior failed because no one leadership 
style was found to be universally successful across all settings and situations (Pratch & 
Jacobowitz, 1997).  With the emergence of contingency theory, researchers shifted their 
focus to prediction of leadership effectiveness.  Contingency leadership theories identify 
and categorize the variables and relationships that comprise the most important aspects of 
leadership effectiveness. 
 Evident recurring themes in the leadership literature are the importance of 
interpersonal interaction and the need for leadership adaptability to the leadership 
situation.  Contingency leadership theories and models such as Path-Goal Theory (House, 
1971), Situational Leadership (Hersey & Blanchard, 1977), Leader-Member Exchange 
Theory (Graen & Uhl-Bien, 1995), Multiple Linkage Theory (Yukl, 1998), 
transformational leadership theories (Bass, 1985; Bennis & Nanus, 1985; Burns, 1978), 
and best practices (Kouzes & Posner, 1995) relied on the interpersonal aspect of 
leadership to delineate a research-based typing of leadership effectiveness. 
 Yukl (1998) cited several contingency and transformation theories which describe 
the appropriate leadership behavior for situations.  These theories purport to identify 
strategies that help explain the leadership situation and thus affect leadership 
effectiveness. 
 The relationship between influence and leadership runs through much of the 
literature on the concept of leadership.  Hollander (1978) viewed leadership as a 
transactional influence process that takes place between the leader and the follower and is 
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affected by the situation during which the leader asserts their influence.  Like Hollander, 
Fiedler (1974) suggested that leadership is the relationship between people in which 
influence and power are unevenly distributed.  This leader-member relationship, he 
suggested, involves psychological or economic exchange.  Schul (1975) posited that 
leadership refers to the process of guiding, directing or influencing the thoughts, feelings 
or behavior of other human beings.  Schul argued that whenever two or more people 
come together there can be no “uncontrolled, unrestricted, or uninfluenced behavior” (p. 
2).  Further, he suggested, there can be no leadership without followership.  Thus, the 
leader-member exchange must be reciprocal; the leader willingly serves the role, while 
the members choose to follow the leader. 
 More recent research on the topic of leadership yields similar views.  Leaders are 
individuals who establish direction for a working group of individuals, who gain 
commitment for this direction from the group, and who can motivate group members to 
achieve the desired outcome, even while it is admitted that leadership is an intuitive 
concept for which there can never be an agreed upon definition.  Given that there is no 
consensus among researchers on a definition of leadership, there are common elements in 
the literature speaking to individual aspects of leader-member interactions (Conger, 
1992). 
 The behavior approach emphasized the importance of a leader’s behavior rather 
than traits.  The intent of this research approach was to describe the typical behavior of 
effective leaders (Yukl, 1981).   
Contingency theory was built around the premise that leaders can be taught to 
adapt to the situation in a manner that moderates the outcome, be it group performance or 
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any other element that contributed to group performance.  Thus, the inculcation of new 
behaviors in relation to the leadership situation was another concern of leadership 
research. 
 The situational approach was a comprehensive research philosophy that takes into 
consideration the importance of factors such as the nature of the task assigned the group, 
the leader’s authority, the role expectations of both the leader and the followers, the level 
of competence of both the leader and followers and the nature of the external 
environment.  These factors are, in part, determinants of the skills, traits and behaviors 
that the leader must use to effectively meet the leadership challenge. 
Leadership Effectiveness 
 It is suggested that leadership effectiveness is somewhat a matter of how the 
leader is perceived (Fincher, 1996).  Research in this area illustrates group and individual 
perceptions as explanations of how leadership performance is judged (Burrell & Morgan, 
1979; Scott, 1978).  The effective leader was someone who searches for the better 
question, was always interested in updating, was not afraid to admit ignorance and was 
good at delegating (Weick, 2001).  Tannenbaum (1962) suggested that perceptions of 
leadership vary between the various levels of organization.  In the context of an 
organization as complex, uncoupled, and tradition-laden as are institutions of higher 
education, the importance of effectiveness among its leadership has greater implications.  
Further, leadership effectiveness was best understood when viewed through the 
interpersonal interaction lens.  Success in leadership was a function of how well the 
leader works with others (Kouzes & Posner, 2001).  In this context, emotional 
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competence played a critical role in establishing productive, functional professional 
relationships. 
 Because the term leadership connotes a variety of definitions (Bolman & Deal, 
1997; Yukl, 1998), it follows that a universal definition for the term leadership 
effectiveness is equally elusive.  Bolman and Deal (1997) suggested that many variables, 
among them size and complexity of the organization, individual leadership style, and 
informal relationships affect leadership effectiveness.  Whereas the bottom line is an 
adequate measure of leadership performance in the business sector, there is no agreement 
on what constitutes effective leadership in the world of education (Bensimon, Neuman, & 
Birnbaum, 1989; Dill, 1980; Fincher, 1996; Whetten & Cameron, 1985). 
 Leadership effectiveness describes the worth of the leader.  According to Yukl 
(1998), the outcome criteria for leadership effectiveness included such diverse variables 
as group performance, attainment of group goals, group survival, group growth, group 
preparedness, group capacity to deal with crises, subordinate satisfaction with the leader, 
and the psychological well-being and development of group members.  Hollander (1978) 
offered a leader-member transactional definition when he suggested that leadership 
effectiveness deals with the responsiveness of the group in attaining specified goals and 
securing those goals with the greatest possible consideration for the members of the 
group.  Fiedler (1967) offered a theory on leadership effectiveness grounded in group 
dynamics, suggesting that effectiveness be measured by the group’s performance, but 
acknowledging that the leader is not solely responsible for the group’s output.  The 
measure of a leader’s effectiveness must be based on the performance, survival, growth 
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and cohesiveness of the group.  This can only be accomplished by the leader adapting his 
behavior and practices to the needs and goals of the organization and its members. 
 The issue of leadership effectiveness is the focus of Fiedler’s Contingency Model 
(1967).  Fiedler’s research subjects included leaders from a variety of backgrounds, 
including bomber crew commanders, artillery crew commanders, tank commanders, 
ROTC cadets, supervisors in a steel plant, general managers of farm supply cooperatives, 
and captains of high school basketball teams.  Fiedler’s approach to research was 
grounded on the premise that different leadership situations require different leadership 
styles and thus his research goals was to identify the specific circumstances under which 
a specific leadership style was most appropriate (Fiedler, 1967).  Fiedler emphasized the 
importance of recognizing the distinction between leadership style and leadership 
behavior.  Behavior, he suggested, was the action the leader undertook in the course of 
directing and coordinating the work of his group.  It may differ from situation to 
situation, whereas style, moderated by the need, which motivates behavior, remained 
constant.  This need, either to accomplish the task or to be liked by group members, 
resulted in two identifiable styles: task oriented and relationship oriented. 
 Fiedler’s theory postulated that the leadership style was determined by the 
individual needs of the leader.  The leadership situation was favorable when those needs 
are being met.  An increasingly less favorable leadership situation developed with a 
corresponding increase of threat to the leader’s need gratification.  Individuals with 
different leadership styles sought to satisfy different needs and thus respond differently to 
the threat which the unfavorable leadership situation represents (Fiedler, 1967). 
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 One of the essential elements of Fiedler’s Contingency Model was the 
determination, or measurement, of leadership style.  To this end, Fiedler (1967) devised 
an assessment instrument named the Least-Preferred Co-worker (LPC) score.  The LPC 
score is obtained by asking subjects to identify a person with whom they were least able 
to work.  The subjects then rate this person on a set of scales.  The LPC score is the sum 
of these ratings.  Those with low LPC scores (57 or below) are considered to be primarily 
task-oriented; those with high scores (64 or above) are primarily relationship-oriented.  
Those with scores between 58 and 63 are advised to carefully consider whether they 
relate more to one style or the other (Fiedler, Chemers, & Mahar, 1976).  The 
individual’s leadership style is then compared to situations when the potential for 
leadership effectiveness is higher. 
 Leadership effectiveness is evaluated in terms of group performance on the 
primary task.  Group dynamics such as personality interaction, member abilities and 
motivation were treated as error variances to reduce the relationship between leader 
attributes and group performance (Fiedler, 1967).  The relationship between leader LPC 
scores and leader effectiveness depends on a complex situational variable with multiple 
components (Yukl, 1981).  These leader orientations can produce greater or lesser 
effectiveness depending on three main factors:  (a) the quality of leader-member 
relations, (b) the degree of task structure, and (c) the position power of the leader.  
Fiedler’s data indicated that the task-oriented type of leadership style was more effective 
in group situations that are either very favorable (high situation control) or very 
unfavorable (low situation control) for the leader.  The relationship-oriented style was 
found to be more effective in situations that were intermediate in group favorableness 
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(Fiedler, 1967).  Favorableness is defined as the degree to which the situation 
(considering the three main factors cited above) enables the leader to exert influence or 
control over the group. 
 Fiedler (1967) considered task-oriented leaders to be more directive, controlling, 
and less concerned with human relations; they performed better when the situational 
factors are relatively certain, either favorable or unfavorable.  Relationship-oriented 
leaders were more permissive, considerate, and concerned with human relations; they 
perform better when the situation was relatively uncertain.  By way of example, when 
leader-member relations were good, the task was unstructured, and the leader’s position 
power was weak, the relationship-oriented leader was more effective.  When the leader-
member relations were not good, the task is structured, and the leader’s position was 
strong, the task-oriented leader was more effective (Hollander, 1978). 
 One weakness of this model was the failure to explain why the above described 
dynamic occurs.  Without the answer to this question, the leader cannot readily adjust 
their behavior according to the situation.  Fiedler’s (1967) explanation on the use of this 
model was to suggest that the leader should try to understand the situation so that they 
might avoid unfavorable situations.  In the context of real world situations this seems 
problematic, but might be appropriate in the environment of secondary education where 
interpersonal relationships are developed in more intentional ways. 
 Vroom and Yetton (1973) developed a contingency model that specifically 
addressed the appropriateness of leadership styles in the decision-making process.  In 
contrast to the Fiedler model, the Vroom-Yetton model relied on the leader’s judgment 
about what the situation required rather than on a consistent leadership style (Hollander, 
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1978).  The primary point of interest in this model was the identification of a specific 
style of decision-making called for by the various situational issues (Hollander, 1978).  
This style then affected the decision quality and the effect of the decision on the group’s 
performance.  Vroom and Yetton categorized the leader’s decision-making behaviors into 
five decision-making styles: two autocratic styles, two consultation styles, and a joint 
group (leader and subordinates) style.   
 In a validation test conducted by Field (1982), which manipulated the decision 
process and the situation attributes, evidence was found for the validity of the Vroom and 
Yetton model.  Of the rules that underlie the model, one quality rule and three acceptance 
rules had effects as predicted.  The model may be useful to those studying leadership as a 
prescriptive device to understand the decision-making process in different situations.  
Additionally, for experienced leaders, the model may prove to be a worthy tool to 
increase overall leadership effectiveness.  The approach to analysis of the decision 
process provided the means to consider the appropriate style or behavior to use in the 
context of the decision to be made.  This illustrated the need for style flexibility, in 
contrast to Fiedler’s limited view of leadership style. 
 House’s Path-Goal Theory (1971) of leadership is a contingency view of leader-
member relations that attempted to explain the effect of the leader’s behavior in relation 
to a given situation on the motivation and satisfaction of followers.  House, in 
collaboration with Dessler, initially identified three categories of leader behavior: (a) 
supportive, (b) instrumental, and (c) participative.  The model was later redefined to 
reflect the leader behaviors as supportive, directive, participative and achievement-
oriented (House & Mitchell, 1974).  Supportive behaviors included giving consideration 
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to the needs and well-being of the follower, creating a friendly work environment; and 
are effective when the follower’s task is stressful, tedious, dangerous or otherwise 
unpleasant.  Directive behaviors were those that guided the follower in the fulfillment of 
their role or function within the group, and increased follower effort and satisfaction 
when there was role ambiguity, but not when there was role clarity.  Participative 
behaviors were those that involved the follower in the decision-making that affects the 
group and were reported to be effective when the task was unstructured, based on the 
assumption that involving the follower in the planning and decision making led to role 
clarification.  Achievement-oriented behavior involved setting challenging goals and high 
performance standards, with the expectation that the group members can attain them, and 
were more effective when the task is unstructured and non-repetitive (Yukl, 1981). 
 Research to validate the Path-Goal theory has produced mixed results.  On the 
surface, the theory appeared to define leadership behavior in rather broad terms.  
Conversely, followers were portrayed in somewhat shallow terms.  Keller (1989) 
suggested that some assumptions about subordinates’ needs did not necessarily hold true, 
particularly in the area of role clarity.  Yukl (1981) expressed concerns that the major 
hypotheses rest on assumptions that are not universally valid, particularly those related to 
the perceived importance of role clarity to subordinate satisfaction.  Follower personality, 
educational level and tolerance for ambiguity, for example, might serve as moderators of 
the relationship between leader-initiated structure and follower satisfaction.  In support of 
this concern, one could see where directive leadership behavior could lead to subordinate 
dissatisfaction if the subordinate, or follower, wishes to clarify and structure an 
ambiguous role for themselves.  In fields where high levels of education are necessary, 
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professional norms may invalidate the need for leader-initiated role clarification.  Yukl 
further noted as weaknesses, the reliance of the theory on leader motivation and its lack 
of attention to other factors, such as subordinate training, leader planning, and organizing 
and coordinating behavior. 
 Another contingency model of leadership was developed by Hersey and 
Blanchard (1977).  The model, referred to as the Situational Theory of Leadership, was 
concerned with two areas of leadership behavior: task behavior and relationship behavior.  
These behaviors were contingent on the maturity level of the subordinate/follower.  
Hersey and Blanchard defined subordinate maturity as “the capacity to set high but 
attainable goals (achievement motivation), willingness to take responsibility, and 
education and/or experience” (p. 161).  Maturity was not a constant variable, as it was 
measured in relation to the specific task and can be viewed in the context of job maturity 
and psychological maturity. 
 The core of this model was in the leader-follower relationship.  If the follower 
was assigned a task for which their level of competence, skill or knowledge was low (low 
maturity), the leader adopted a task-oriented behavior.  Task-oriented behavior was 
defined as the extent to which the leader was likely to organize, define or direct the roles, 
activities and tasks to be accomplished (Hersey & Blanchard, 1977).  This behavior was 
characterized by “endeavoring to establish well-defined patterns of organization, 
channels of communication, and ways of getting the job accomplished” (p. 104).  For 
situations where the subordinate had a moderate level of maturity, the leader was 
relationship-oriented, characterized by supportive, consultative and considerate behavior.  
For situations where the subordinate had a high level of maturity (task competence, self 
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confidence), the leader should grant autonomy, delegate responsibility for the 
accomplishment of the task, and only offer support or guidance in response to 
subordinate initiatives. 
 Situational leadership theory argued that the leader can help the follower mature 
by the use of “developmental interventions” (Hersey & Blanchard, 1977).  
Developmental interventions were nurturing behaviors such as relaxation of directive 
behavior, the delegation of more responsibility, and collaboration with the subordinate on 
the respective roles of the leader and the follower on the accomplishment of the task.  It is 
also noted by Hersey and Blanchard that maturity was adversely affected by external 
variables, such as the follower’s personal life, which required an adjustment of the 
leader’s behavior towards the follower. 
 Researchers who have attempted validation studies of the Hersey and Blanchard 
(1977) theory have challenged its conceptual basis (Yukl, 1981).  Yukl suggested that the 
researchers have failed to provide sufficient evidence in support of the theory, citing 
among other things the lack of validation studies.  Additionally, one could argue that 
leadership behavior was too restrictively defined and subordinate maturity was too 
broadly defined.  As evident in other contingency theories, leadership behavior can be 
described in a variety of ways that are not accounted for in this theory.  The subordinate’s 
developmental intervention does not consider the importance of the task accomplishment 
to the well being of the group.  On the surface, the prescribed nurturing behaviors could 
become indulgent and benefit the subordinate at the expense of the group’s performance.  
Training would probably yield better results.  Despite its deficiencies, this theory is 
helpful in the context of leadership because it highlights the need for flexible leadership 
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behavior in relation to the subordinate and complements the leader-member issue raised 
in House’s Path-Goal Theory. 
 Yukl’s Multiple-Linkage Theory (1998) incorporated a larger number of variables 
and dealt with a broader range of leader behaviors than the Hersey and Blanchard model.  
Yukl (1998) wrote, “In addition to a leader’s short-term influence on the intervening 
variables, the model also recognizes the leader’s longer term capacity to modify 
situational variables as a means of improving group performance” (p. 153).  Intervening 
variables, usually labeled as mediators in other leadership literature, were described as 
group and subordinate characteristics that influence group performance.  The leader’s 
behavior in relation to situational variables influenced these intervening variables in a 
manner that affects the subordinates’ performance and thus the group’s performance. 
 Yukl divided situational variables into three types, depending on the kind of 
influence they exert: 
 1) Situational variables directly affecting the intervening variables.  These directly 
affect one or more of the intervening variables.  Examples include a formal reward 
system, which affects subordinate effort and role clarity, which can be affected by task 
structure and role formalization. 
 2) Situational variables determining the relative importance of each intervening 
variable.  These determine the relative importance of intervening variables as 
determinants of group performance.  If, for example, the task is dependent on technology 
or mechanical energy, the importance of subordinate effort is reduced. 
56 
 3) Situational constraints on leader behavior.  These impose constraints on the 
leader in a manner that affects the intervening variables.  Examples include the leader’s 
power, authority, and autonomy within the organization. 
 Leader behavior was generally described in this model as goal-setting, positive 
reinforcement, job enrichment, delegation, and decision participation.  Yukl (1998) 
offered specific behavioral examples in relation to specific situations, but the general 
proposition of this model was that the leader’s effectiveness is contingent on their efforts 
to correct deficiencies in the intervening variables that affect the group’s performance.  A 
second proposition of this model was that the leader can act to change some of the 
situational variables, particularly constraints, over a period of time. 
 Although Yukl (1998) addressed the situational dynamic of leadership, his theory 
remains in the process of refinement.  By Yukl’s own admission, the model needs 
validation through direct testing.  In spite of this, the model appeared to be the most 
thorough effort to explain the elements of leadership effectiveness.  Its inclusion of 
behaviors or skills such as goal-setting, positive reinforcement, understanding group 
dynamics and other group management issues made it easier to attempt to understand 
subordinate performance in the context of leadership effectiveness. 
 Transformational leadership theory was first proposed by Burns (1978) and later 
expanded by Bass (1985).   The focus was on the leader’s effort to build commitment to 
the organization.  Some transformational theories also examined the manner in which 
leaders influence the culture of the organization.  Burns described transformational 
leadership as the process of motivating followers to reach higher levels of ideal and moral 
behavior by placing the organization’s goals above personal gain.  Bass built on Burns’ 
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theory and defined transformational leadership in terms of the leader’s efforts to 
transform and motivate followers by emphasizing the importance of task outcomes, 
transcending their own needs in favor of the organizational agenda, and activating their 
higher order needs (Yukl, 1998).  Transformational leaders prompted strong emotions 
and identification with the leader.  They were sometimes viewed as coach, teacher, and 
mentor (Yukl, 1998).  In transformational leadership, the emphasis was on the leader 
motivating the follower to be more committed to the organization, building self-
confidence among followers, and empowering the follower to own the organization’s 
agenda. 
 Lashway (1997) describes transformational leaders as those who obtain results 
through idealism, persuasion, and intellectual excitement.  They motivate their followers 
by convincing them that their interests and values could be fulfilled through the 
organization’s mission.  Transformational leaders seek to empower and elevate followers. 
 Another aspect of this theoretical view was the changing of organizational culture.  
Schein (1992) defined organizational culture as shared assumptions and beliefs.  Schein 
suggested that: 
… the process of culture formation is, in a sense, identical to the process 
of group formation in that the essence of… group identity, the shared 
patterns of thought, belief, feelings, and values that result from shared 
experiences and common learning, results in the pattern of shared 
assumptions that I am calling the culture of the group. (p. 52) 
Schein further elaborated on his assertion by stating that the analysis of culture can be 
“based on the fundamental distinction between any group’s problems of survival in and 
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adaptation to its external environment and integration of its internal processes to ensure 
the capacity to continue to survive and adapt” (p. 51).  Schein defined the term cultural 
formation as a striving toward patterning and integration.  If one is to create a new pattern 
of individual and departmental interactions and integration it is important to involve 
members of the current organization to assess the current state of affairs and recommend 
new courses of action. 
 Effective transformational leaders exhibit certain attributes, such as being change 
agents, being prudent risk takers, believing in people and being sensitive to their needs, 
articulating a set of core values that guide behavior, being flexible and open to learning 
from experience, possessing cognitive skills and disciplined thinking, and trusting their 
intuition (Yukl, 1998).  Schein (1992) offered suggestions on how leaders can influence 
the culture of an organization.  Primary mechanisms included what leaders pay attention 
to, how they react to crises, how they allocate resources and rewards, what behaviors they 
model, and how they recruit, select, promote and grant status to organizational members.  
Some mechanisms that leaders used to communicate their beliefs, values, and 
assumptions were conscious efforts to convey priorities, goals and assumptions (Schein, 
1992). 
Educational Leadership 
 Waters, Marzano, and McNulty (2003) conducted an analysis of seventy studies 
that were performed over the last thirty years on the topic of the effects of leadership on 
student achievement.  The researchers identified twenty-one leadership responsibilities 
and associated practices that are show a significant relationship with student 
achievement. They also found that an increase in student achievement is made when a 
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leader improves his or her demonstrated leadership responsibilities.  School leaders 
should be aware that in order to have a positive impact on student achievement, leaders 
need to understand the importance of change implied by these efforts. 
 McCauley (1990) examined five high-quality studies on the competencies of 
effective principals and found strikingly similar results.  The findings include a 
description of principals who successfully deal with the task of leading a school through a 
combination of values, knowledge, skills, and actions: (a) guided by well-developed 
philosophy of education, (b) role model for how to accomplish tasks, (c) set school 
priorities and goals, (d) seek input from others, (e) identify staff needs, (f) systematically 
gather information, (g) monitor progress toward goals and evaluate staff, (h) express 
ideas clearly and honestly, (i) delegate authority and responsibility, and (j) develop 
productive relationships with staff, students, and community.  These principals place 
priority on student learning and have high expectations for staff and students, therefore 
creating a school climate of achievement and enthusiasm for excellence.  
 Hoyle, English, and Steffy (2001) provide a description of the standards and 
related skills school leaders must master and apply to make the most of their important 
position. These researchers have based their work on guidelines and standards developed 
over the past twenty years by school leadership organizations including the American 
Association of School Administrators, the National Association of Secondary School 
Principals, the National Association of Elementary School Principals, the American 
Association of Colleges for Teacher Education, and the National Policy Board for 
Educational Administration.  The ten skills that Hoyle, English, and Steffy (2001) 
describe as being essential for school leaders are: (1) leadership values and ethics,          
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(2) organizational management, (3) visionary leadership, (4) educational research, (5) 
evaluation, (6) planning, (7) communication, (8) community relations, (9) empowering 
others to reach high levels of performance, and (10) building consensus. 
 In studying hiring practices for principals, Baltzell and Dentler (1983) found that 
educational leadership is not a widely applied criterion for selecting principals.  Instead, 
many districts seem to rely on selecting candidates based on a good fit.  Some selection 
methods for hiring that districts apply are often the result of chance.  
The Leadership Practices Model 
 Kouzes and Posner (1987) approached the study of leadership effectiveness from 
an a priori perspective.  The Five Practices of Exemplary Leadership Model was 
developed through a triangulation of qualitative and quantitative data collected from over 
4,000 surveys, case studies and in-depth interviews.  The sample population was 
comprised of individuals serving in leadership roles in a variety of public and private 
sector companies.  The research project began in 1983 with a line of inquiry intended to 
find what established leaders did when they performed their “personal best” at leadership 
(Kouzes & Posner, 1987).  The personal best survey was twelve pages in length and 
consisted of thirty-eight open-ended questions designed to elicit the respondent’s 
personal best leadership accomplishment, an experience in which they felt they led their 
project to extraordinary accomplishment for the organization.  The initial study included 
more than 550 survey respondents.  An additional 780 responses were derived from an 
abbreviated version of the personal best survey and 42 in-depth interviews.  From an 
analysis of the data, Kouzes and Posner developed a model of effective leadership. 
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 The model consisted of five leadership practices that the research data suggested 
were common to effective leadership.  If a leader wanted to get extraordinary results 
accomplished in their organization, then those leaders engaged in the Five Practices of 
Exemplary Leadership: 
1. Challenge the Process 
2. Inspire a Shared Vision 
3. Enable Others to Act 
4. Model the Way 
5. Encourage the Heart 
 One practice, Challenge the Process, described a practice of exemplary leaders to 
take risks in search of innovation and better ways to do things.  Two behavioral 
commitments were associated with this practice: the search for opportunities to challenge 
the status quo and the willingness to experiment and take risks. 
 Inspire a Shared Vision was the description for the second practice of exemplary 
leadership.  Leaders get others to buy into the possibilities of the future.  Kouzes and 
Posner (1987) reported that leaders in their study were incredibly enthusiastic about their 
projects:  “… their own enthusiasm was catching; it spread from leader to followers.  The 
leaders’ own belief in and enthusiasm for the vision are the spark that ignites the flame of 
inspiration” (p. 10).  This practice required two behavioral commitments from the leader:  
the ability to envision the future and the ability to enlist others in pursuit of the vision. 
 The third practice of exemplary leaders was Enable Others to Act.  Successful 
leaders gain the support and assistance of stakeholders to make the project work.  Kouzes 
and Posner (1987) believed “they involve, in some way, those who must live with the 
62 
results, and make it possible for others to do good work.  They encourage collaboration, 
build teams, and empower others” (p. 10).  The behavioral commitments identified with 
this practice were fostering collaboration and strengthening others. 
 Leaders must set the tone and standard, thus Model the Way was the fourth 
practice of exemplary leadership.  Leaders must have detailed plans, secure funds, 
measure performance, and steer projects in the right direction.  The behavioral 
commitments for this practice were setting the right example and planning small 
attainable wins (Kouzes & Posner, 1995). 
 The final practice of Kouzes’ and Posner’s model was Encourage the Heart.  The 
exemplary leader encouraged followers through a variety of strategies, including 
celebrating accomplishment, showing how success is attainable, and other genuine acts of 
caring.  The behavioral commitments associated with this practice were recognizing 
individual contribution and celebrating accomplishment. 
 Though the research by Kouzes and Posner (2002) has not been limited to school 
leadership, they have found that their Five Practices of Exemplary Leadership Model 
applies to all areas of work.  In over twenty years of leadership practices research, 
Kouzes and Posner (2002) have found that their five practices of leadership have 
consistently been evident in leaders who accomplish great things. 
Leaders Model the Way 
 A leader needs to earn the trust and respect of those who are to be led, therefore a 
leader should model the behavior expected in others.  To effectively accomplish this, 
leaders must first be clear about their own values system.  A leader must be conscious of 
what is important then be able to give voice to these values and share them with others.  
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Then the leader can affirm shared values with his or her followers.  The results help to 
build strong, powerful, and united organizations. 
 Bennis (1988) described integrity as also being an essential quality of a leader.  
Integrity is a combination of self-knowledge, candor, and maturity.  Bennis (1988) states, 
“Every leader needs to have experienced and grown through the following - - learning to 
be dedicated, observant, capable of working with and learning from other, never senile, 
always truthful” (p.40).  Exemplary leaders model the way through daily actions that 
show they are deeply committed to their beliefs.  In describing his vision of a school as a 
community of learners, Barth (1990) stated, “The principal occupies an important 
position of leadership as the head learner, engaging in, displaying, and modeling the 
behaviors we want teachers and students to adopt” (p. 513). 
Fullan and Hargreaves (1996) stated that school principals demonstrate their own 
values through daily actions.  This allows teachers to gradually develop a sense of what is 
important to the principal.  Fullan and Hargreaves (1996) suggested that: 
“The principal as collaborative symbol is one of the basic keys to forming 
and reforming school culture.  What he or she does, pays attention to, 
appreciates, talks or writes about all counts.  We are speaking of behavior 
that expresses core values.  Be authentic because the heart matters as 
much as the head.  You must address with sincerity what you are 
attempting” (p. 88) 
Leaders Inspire a Shared Vision 
 Visions are standards of excellence and ideals, and are expressions of hope 
and optimism.  They are about possibilities and desired futures.  Leaders have 
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visions of what could be accomplished in the future.  Leaders enlist others in a 
common vision by appealing to their values, interests, hopes and dreams.  Leaders 
breathe life into the shared vision and excite others about future possibilities for 
the common good. 
 Bennis (1989) cited the need for vision as being an essential quality for all 
leaders,  
“The first basic ingredient of leadership is a guiding vision.  The leader 
has a clear idea of what he wants to do - - professionally and personally - - 
and the strength to persist in the face of setbacks, even failures” (p. 96). 
Lezotte (1999) also explained that people do not need leaders to take them to the 
place where the organization is already headed, managers can take them there. 
People need leaders to get to a place that they’ve never been but really want to go.  
Leithwood (1992) stated the need for transformational leaders to 
demonstrate two behaviors when a school is involved with restructuring: (1) 
identifying and articulating a vision, and (2) fostering the acceptance of group 
goals.   In a study of visionary leadership of elementary school principals, 
Thompson (2000) found that role models and mentors were important influences 
in developing visionary leadership among principals. 
Leaders Challenge the Process 
 Leaders look for innovative ways to improve the organization while seeking and 
accepting challenges.  Challenging the process includes searching for opportunities to 
grow and achieve a personal best.  Lezotte (1999) wrote that the best change agents are 
those who are already members of an organization.  He asserts that change is a process 
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not an event.  In other words, leaders are learners also.  They can learn from their failures 
as well as their successes. Leaders know that by seeking opportunities to change and be 
innovative will involve risks, experimentation and sometimes failure. 
Bennis (1988) also stated that two of the basic practices of an outstanding leader 
are curiosity and daring.  Joyce, Calhoun, and Hopkins (1999) apply this concept to 
education: 
“School renewal depends on the development of an inquiring workplace 
where both adults and students are in continuous study.  We are also 
convinced that the nature of school renewal will not be by the adoption of 
formulas, but by the change of structures that make each assay an 
adventurous inquiry that generates knowledge and skill for the 
participants” (p. 226). 
Leaders Enable Others to Act 
 Leaders foster collaboration and build trust with all those persons who are 
needed to make the project work.  Leaders strengthen their followers by giving 
away their own power, developing competence, providing choice, assigning 
critical tasks, and offering visible support.  One person cannot make great things 
happen in an organization - - leadership is a team effort and great leaders make 
each person feel capable and powerful. 
 According to Lezotte (1999), in an educational setting, the concept of 
leadership needs to be dispersed among many people.  The principal needs to take 
on the role of a leader among leaders rather than a leader of followers. 
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Collaborative leadership is the key, with teachers becoming more empowered by 
their principal. 
Leaders Encourage the Heart 
 Great leaders recognize individual contributions that are made for the success of 
projects by celebrating team accomplishments regularly.  This act builds morale and self-
confidence by connecting performance with rewards.  Fullan and Hargreaves (1996) state 
the real challenge for a school principal is to find something of value in every teacher.   
The principal needs to appreciate the teacher as a total person while promoting their 
professional growth. 
 Kouzes and Posner (1995) discovered that four essentials are needed in order to 
recognize individuals: 
 “…building self-confidence through high expectations; connecting 
performance and rewards; using a variety of rewards; and being positive 
and hopeful.  By putting these four essentials into practice and recognizing 
contributions, leaders can stimulate and motivate the internal drives within 
each individual” (p. 271). 
 
The Relationship between Work Motivation and Leadership Practices 
Moore and Ditzhazy (1999) studied 245 graduate students from two educational 
leadership programs to determine the factors that motivate educators to enter the 
principalship.  The subjects ranked the desire to make a difference, the professional 
challenge, the ability to initiate change, and advancement to a higher position as the 
major motivating factors influencing educators’ decisions to assume a principal position.  
67 
Other frequently cited motivators were prestige and status, increased compensation, and 
increased freedom. 
 Harris, et al. (2000b), building on the work of Moore and Ditzhazy (1999), 
surveyed 151 students enrolled in principal preparation programs from four universities 
to determine the factors that motivate educators to enter principal positions.  The 
participants recognized having positive impact, making a difference, being personally 
challenged, being professionally challenged, and receiving an increased salary as the five 
most compelling motivators to entering the principalship.  Additional motivating issues 
mentioned by the respondents were having the opportunity to initiate change, being a 
teacher of teachers, being encouraged by others, and having increased freedom. 
 Other research conducted by Pounder and Merrill (2001) studied 170 assistant 
principals in both middle schools and high schools from one western state to determine 
their perceptions of factors that were attractive about the principal position.  The four job 
characteristics the participants considered the most attractive about the principalship 
included the desire to make a difference, the desire to implement school change, the need 
to grow personally and professionally, and the opportunity to lead.  Other attractors to the 
high school principalship mentioned by the subjects were increased salary and benefits 
and the desire to improve the education system. 
 
Summary 
If it can be assumed that most educators advance through their careers in passages 
or stages (Lawrence & Blackburn, 1988; Maehr & Braskamp, 1986), it is expected that 
personal motivational variables are more influential at some stages than at others.  As 
Herzberg pointed out, higher aspirations generally prevailed only after lesser needs and 
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concerns have been fulfilled.  Further, if teaching is a dynamic process (Boyer, 1990), 
educators are expected to also be influenced by personal motivational factors, as 
evidenced by an interest in enhancing student learning and improvement in teaching. 
 The review of the literature focused on three constructs that are central to this 
study.  These include work motivation, personal investment theory, and effective 
leadership practices.  Leadership theory that is critical to the assessment of leadership 
effectiveness and the construct of motivation theory that is critical to the assessment of 




RESEARCH DESIGN AND METHODOLOGY 
 
 
The purposes of this study were (1) to investigate work motivation and leadership 
practices, and (2) to examine the relationship between work motivation and leadership 
practices of graduates from a master’s degree program in education administration and 
supervision.  The research design and methodology used in the study are presented in this 
chapter.  The following research questions directed the study: 
1. What are the work motivation factors of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Work Motivation Inventory? 
2. Are there differences among scores on the Work Motivation Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
3. What are the leadership practices of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Leadership Practices Inventory? 
4. Are there differences among scores on the Leadership Practices Inventory 
of graduates from a master’s degree program in education administration and supervision 
at a research university? 
5. Is there a relationship between work motivation, as measured by the Work 
Motivation Inventory, and leadership practices, as measured by the Leadership Practices
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Inventory, among graduates of a master’s degree program in education administration and 
supervision at a research university? 
This chapter includes a description of the research design, the identification of the 
research variables, and the statistical procedures used in the study.  Additionally, the 
chapter covers the instrumentation, data collection techniques, and the data analysis for 
the study. 
Research Design 
 The research design was used to fulfill two purposes.  First, the study was 
designed to investigate leadership practices and levels of work motivation of the 
participants. Secondly, the study was designed to determine if there is a relationship 
between work motivation and leadership practices.  Data were collected using a 
quantitative research methodology.  The survey research design was selected to meet the 
objectives of the study.  The purpose of a quantitative research design is to generalize 
from a given sample to a similar population so that inferences can be made about a 
behavior or characteristic (Creswell, 1994). The survey research design is cross-sectional, 
involving a systematic collection of data at one point in time from the sample population 
with the intent of describing and analyzing relationships between the variables of interest 
using appropriate statistical procedures. 
 The research design selected for the study is appropriate to address the research 
questions.  Cresswell (1994) stated that a researcher must “provide a rationale for the data 
collection procedure by using arguments based on costs, availability, and convenience” 
(p. 119).  The costs were considerable for this study since the Work Motivation Inventory 
and the Leadership Practices Inventory were purchased from publishers and postage 
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costs were also expensive because of mailing fairly large packets to each participant that 
included postage-paid return envelopes for the return of the completed instruments.  
Availability of both published instruments was immediate. The instruments were 
delivered within a week of placing the orders.  The researcher spent approximately six 
months investigating the proper instruments to use in the study. 
 
Research Hypothesis 
 To answer three of the research questions, the following null hypotheses were 
tested. 
Hypothesis 1:  H0: There are no differences among the scores on the Work 
  Motivation Inventory of graduates from a master’s degree 
program in education administration and supervision at a 
research university. 
To test the hypothesis of whether there were differences in the scores on the Work 
Motivation Inventory among graduates, analysis of variance (ANOVA) tables were 
generated. 
 Hypothesis 2: H0: There are no differences among the scores on the 
Leadership Practices Inventory of graduates from a 
master’s degree program in education administration and 
supervision at a research university. 
To test the hypothesis of whether there were differences in the scores on the 




 Hypothesis 3: H0: There is no relationship between work motivation scores 
and leadership practices scores among graduates of a 
master’s degree program in education administration and 
supervision. 
To test the hypothesis of whether there is a relationship between work motivation 
scores and leadership practices scores among graduates, the Pearson product-moment 
correlation coefficient was used. For significant correlation coefficients for the Work 
Motivation scores and Leadership Practices scores, post-hoc analyses were performed 
using multiple regressions.  A multiple regression allows the simultaneous testing and 
modeling of multiple independent variables.  In this study, multiple regression would 
show if any of the demographic and employment related variables moderated the effects 
of Leadership Practices Inventory subscale scores and Work Motivation Inventory 
subscale scores.  Interaction terms were computed to determine if there were associations 
between the specific LPI subscale scores and WMI subscale scores for the demographic 
and employment related variables. 
 
Participants in the Study 
Participants in this study were graduates of a master’s degree program in 
education administration and supervision at Clemson University, which is classified by 
the Carnegie Foundation as a Doctoral/Research University-Extensive.  Clemson 
University is located in Clemson, South Carolina, which is in the southeastern region of 
the United States. Currently enrolled students include approximately 14,000 
undergraduate students and 3,000 graduate students (Table 1).  The gender breakdown is 
53.8% for males and 46.2% for females.  Race distribution is 78.8% for Caucasians, 6.6% 
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for African-Americans, 1% for Hispanics, 1.6% for Asian, 0.3% for American Indian, 
and 7.2% for Unknown.  
 
Table 1 
All Students Enrolled at Clemson University for 2006 by Race/Ethnicity and Gender 





















































































































There were 177 graduates from years 1998-2003.  All graduates from the master’s 
degree program in education administration and supervision at Clemson University 
during these years were invited to participate in the study.  Names and addresses of the 
graduates were available through Clemson University’s Alumni Association.  The 
information is publicly available through their alumni directory.  The breakdown of 
race/ethnicity and gender of the graduates of the master’s degree program in education 
administration and supervision at Clemson University from years 1998 to 2003 includes 
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70 males, 80 females, 19 African-Americans, 2 Hispanics, 5 Unknown, 124 Caucasians, 
and 27 graduates for year 1998 with unpublished data (Table 2). 
 
Table 2 
Graduates of the Master’s Degree Program in Education Administration and Supervision 
at Clemson University for years 1998-2003 by Race and Gender* 



















































































































*27 graduates for year 1998 have unpublished data 
 
Nationwide, in 1999–2000, 75% of public school teachers were women, 39% 
were under the age of 40, and 47% had a master’s degree or higher. Similar proportions 
of private school teachers were women (76%). However, a lower proportion of private 
school teachers (35%) had a master’s degree or higher (U. S. Department of Education, 
National Center for Education Statistics, 2006).  The sample pool for this study consisted 




The Work Motivation Inventory (WMI) was one of three instruments used in the 
study.  The WMI (Maehr & Braskamp, 1986) measures the importance an individual 
places on four factors: (1) accomplishment, (2) recognition, (3) power, and (4) affiliation.  
The four factors assessed by the WMI have been found to be highly relevant to work 
motivation, to predicting job success, and in understanding burnout and stress. 
 
Work Motivation Inventory 
The WMI is consistent with the Personal Investment theory developed by Maehr 
and Braskamp (1986).  In a sample of 1095 men and women the alpha reliabilities for 
these scales were as follows: accomplishment (.81), recognition (.82), power (.82), and 
affiliation (.84).  The occupational breakdown of the norm sample included 78.9% of 
individuals in professional occupations.  The WMI is a 77-item inventory where the first 
twelve items use a 3-point Likert scale, ranging from 1= “Generally True” to 
2=“Uncertain” to 3=“Generally False.”  The remaining sixty-five items use a 5-point 
Likert scale, ranging from 1=“Strongly Disagree” to 2=“Disagree” to 3=“Uncertain” to 
4=“Agree” to 5=“Strongly Agree.”   There are four subscale scores derived from the 
WMI.  These include the following subscales: (1) accomplishment, (2) recognition, (3) 
power, and (4) affiliation.    
 Tables 3 through 6 give an explanation of meaning behind the interpretation of 
scores on all four subscales for those who scored below 50 and for those who scored 









Interpretation of Scores Below 50 Interpretation of Scores Above 50 
 
Lower scores are descriptive of people  
who are more comfortable with  
established procedures and routine.   
It is less important to them that they  
find novelty or excitement in everything 
they do.  
They don’t need to be constantly  
stimulated to find challenge in what  
they do.   
Consequently, they can often be counted 
on to get the job done, regardless of the 
interest it holds for them personally.  
They generally take a more relaxed 
approach to their work and are not as 
intensely task-oriented as those who  
score in the higher range on this scale. 
 
People who score in the higher range on this 
scale describe themselves as very involved in 
what they do.   
They prefer their job to be challenging and 
exciting.  
They are strongly goal-oriented and set their 
own standards of excellence.   
They may often find themselves putting in 
time when others don’t, just to meet their own 
personal performance standards.   
They may often feel dissatisfied when their 
freedom to explore new solutions to problems 
is restricted.   
When their work becomes routine, they can 
quickly become bored and disinterested. 
 















Interpretation of Scores Below 50 Interpretation of Scores Above 50 
 
People who score in the lower range of  
this scale are more likely to judge  
themselves against internal rather than 
external standards.   
They don’t need constant reassurance  
by others that they’re doing well.   
Their rewards come from within  
themselves or from work itself.   
Prestige and status are not important in  
how they judge their self-worth. 
 
Scores in the higher range on this scale are 
descriptive of people who are likely to do 
their best only when they have strong 
encouragement and support of others.   
High-scoring people often seek positions  
that provide significant visibility and  
financial rewards.   
External reinforcement is an important 
criterion by which they judge their worth 
to others. 
 
























Interpretation of Scores Below 50 Interpretation of Scores Above 50 
 
Individuals who score in the lower range 
on this scale generally take a more 
relaxed, easygoing approach to life.   
They don’t particularly identify with 
competitive people or high risk takers.  
Acceptance by others is more important  
to them than it is to high-scoring people.   
As a rule, they think of themselves more  
as team players.  
On occasion, they may  
not be willing to assert themselves as 
forcefully as they should.   
When this happens, they may be taken 
advantage of by others. 
 
Individuals who score in the higher range 
on this scale usually identify with ambitious, 
competitive people.   
They like to be the one in charge and strive 
for status and leadership positions in which 
they can be in control of other people.   
They prefer competitive situations in which 
there are winners and losers.   
Popularity is less important to them than 
achievement.  
 If they aren’t able to channel their 
competitive needs into productive goals,  
their ambition may alienate them from others. 
 



















Interpretation of Scores Below 50 Interpretation of Scores Above 50 
 
People who score in the lower range  
generally place relatively little importance 
on having close personal relationships  
and support networks.   
They usually prefer to work alone rather  
than as part of a team.   
They identify with self-sufficient or  
reserved people who avoid close 
personal contacts.   
On occasion they may be viewed as  
uncaring or unfeeling.   
Because they do not always understand  
others well, others may not always  
understand them. 
 
People who score in the higher range on  
this scale enjoy the company of friends  
and like to be around other people.  
As a result, they are very sensitive to the  
needs of others and place high value on  
the quality of their relationships with others.  
They don’t work at their best or for long 
periods of time alone.   
They generally trust people and are able to 
relate warmly to them.  
Individuals who score high can frequently  
be counted on to sacrifice personal gain  
for others. 
 





Leadership Practices Inventory 
 
The second instrument used in the study was the Leadership Practices Inventory 
(LPI) - Self form, 3rd edition.  The LPI consists of thirty statements – six statements for 
measuring each of the five constructs of leadership as defined by Kouzes and Posner 
(2001).  Each behaviorally-based statement is cast on a 10-point Likert scale, ranging 
from 1=“Almost Never” to 10=“Almost Always” (Kouzes & Posner, 2003, p. 2).  A 
higher value represents greater use of a particular leadership behavior.  Sample 
statements include: “I seek out challenging opportunities that test my own skills and 
abilities” and “I follow through on the promises and commitments that I make” (Kouzes 
& Posner, 2003, p. 3).  
The LPI is based on the transformational leadership style and its solid research 
spans over two decades. It was developed through a triangulation of qualitative and 
quantitative research methods and studies.  Written case studies and in-depth interviews 
from personal-best leadership experiences generated the conceptual framework of the 
five leadership practices.  The five subscales of the LPI are as follows: Challenging the 
Process, Inspiring a Shared Vision, Enabling Others to Act, Modeling the Way, 
Encouraging the Heart.   
Kouzes and Posner (2002) postulated that the more frequently one uses the LPI 
behaviors, the more likely it is that he or she will be seen as an effective leader.  Table 7 
gives an explanation of the five leadership practices and the ten commitments of 







Kouzes-Posner Leadership Model 
 
 
Kouzes-Posner Leadership Model 
 
Model the Way 1.  Set the example by behaving in ways 
     that are consistent with shared values. 
2. Achieve small wins that promote consistent 
progress and build commitment. 
Inspire a Shared Vision 3. Envision and uplifting an enabling future. 
 
4. Enlist others in a common vision by 
appealing to their values, interests, hopes, 
and dreams. 
Challenge the Process 5. Search out challenging opportunities to 
change, grow, innovate, and improve. 
6. Experiment, take risks, and learn from the 
accompanying mistakes. 
Enable Others to Act 7. Foster collaboration by promoting 
cooperative goals and building trust. 
8. Strengthen people by giving power away, 
providing choice, developing competence, 
assigning critical tasks, and offering visible 
support. 
Encourage the Heart 9. Recognize individual contributions to the 
success of every project. 
10. Celebrate team accomplishments regularly. 
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The LPI - Self form has an internal reliability of .75 for the “Enable” leadership 
practice, .77 for the “Model” practice, .80 for the “Challenge” practice, .87 for “Inspire” 
and .87 for “Encourage”, as measured by Cronbach’s alpha.  The test-retest reliability 
ranges from .93 to .95 for the five leadership practices (Kouzes & Posner, 2003).   
 Table 8 presents the minimum score boundaries for the high and moderate 




Minimum Score Boundaries for High and Moderate Percentile Ratings by Dimensions 
for Leadership Practices Inventory National Database (Kouzes & Posner, 2003) 
 
Range 










Model the Way 
38.0 – 44.0 
46.0 – 50.0 












Inspire a Shared Vision 
33.0 – 40.0 
43.0 – 48.0 












Challenge the Process 
36.0 – 43.0 
45.0 – 48.0 












Enable Others to Act 
42.0 – 47.0 
49.0 – 52.0 












Encourage the Heart 
36.6 – 43.8 
46.0 – 50.0 







Source: Leadership Practices Inventory facilitator’s guide (3rd ed.), 2003, Pfeiffer. 
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Demographic and Employment Related Data 
 The third instrument was a survey to gather demographic and employment-
related data.  A preliminary pilot study was not undertaken.  The survey was developed 
by the researcher and the principal investigator using a compilation of several instruments 
that the principal investigator had previously utilized.  The survey was compiled by 
identifying demographic variables and employment related variables of interest to the 
researcher and the principal investigator.  Table 9 shows the variables requested from the 


































Summary of Demographic Variables 
 
 
Variable     Measure (Categorical Variable) 
 
Gender      1=male  2=female 
 
Race/Ethnicity     1=African-American 
2=Asian 
      3=Caucasian 
      4=Hispanic 
      5=Native American 
      6=Other 
 
Age      1=below 25 to 34  
2=35 to 44 
      3=45 to 54 
      4=55 and over 
 
Job Title     1=Administrator  
2=Non-educators  
      3=Teacher  
 
Work Level     1=College 
2=District / Specialty 
      3=Elementary School 
4=Middle School  
5=High School 
 
Work Location     1=Rural 
      2=Suburban 
      3=Urban 
 
Educational Setting    1=Private 












The Institutional Review Board (IRB) at Clemson University reviewed and 
approved the researcher’s proposal.  The IRB application qualified for exempt review 
procedures (Appendix A).  A packet was disseminated by mail to all 177 graduates of the 
program from years 1998-2003.  
 Each packet mailed to participants contained an informational cover letter 
(Appendix B), a demographic survey (Appendix C), the Work Motivation Inventory, the 
Leadership Practices Inventory, and a self-addressed, stamped return envelope.  The 
demographic survey and two inventories were numbered for tracking purposes.  This 
allowed the researcher to discern which graduates had responded and which graduates 
needed to be contacted in subsequent efforts to encourage their return of the surveys and 
inventories.  The tracking number was used for increasing the response return rate and 
was not used to report individualized information.  The process used in the study to 
increase the return rate is a similar questionnaire procedure as described by Alreck and 
Settle (2004).  Alreck and Settle noted that the most serious limitation to mail surveys is 
nonresponse bias, especially when response rate is low.  The reliability of data depends 
on the size of the sample obtained.  Mail surveys often have response rates of 5% to 10% 
and those response rates of more than 30% are rare (Alreck & Settle, 2004).   
 Kerlinger and Lee (2000) also maintained that responses to mailed questionnaires 
are generally poor.  Returns of less than 40% or 50% are common.  He concluded that the 
return rate of questionnaires depends upon the length and the relative importance of the 
survey to the respondents.  For these reasons, the researcher chose a topic of professional 
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relevance for the two inventories and gave considerable attention to the length of the 
survey requesting demographic and employment related data.   
To ensure a response rate of no less than 40% - 50%, a follow-up postcard was 
sent to those participants who had not returned the packet after three weeks.  A second 
follow-up postcard was sent as another reminder after an additional three weeks.  Out of 
the 177 packets that were originally mailed, eighteen were returned with unforwardable 
addresses.  Ninety-seven completed surveys were received, for a response rate of 55%. 
Table 10 illustrates the response rate for the study. Given the moderately high response 




Response Rate for Mailouts 
 
 
Number Mailed   Number Completed  Response Rate 
 




The data from all three research instruments were coded and entered in a 
computer file.  The collected data were analyzed using the Statistical Package for the 
Social Sciences (SPSS).  To answer two of the research questions, descriptive statistics 
were used to compute frequency and percentage distributions.  Frequency and percentage 
distributions along with means and standard deviations were computed on the 
participants by gender, ethnicity, age, job title, work level, work location, and educational 
setting. 
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 To test the hypotheses of whether there were differences in the scores among 
graduates on the WMI and LPI, analysis of variance (ANOVA) tables were generated.  In 
a one-way ANOVA, differences of two or more groups can be tested for statistical 
significance. A statistically significant difference is present when the between-group 
variances exceed the within-group variances by a significant amount.  An F-table is used 
to determine the critical value (Kerlinger & Lee, 2000).   
To test the hypothesis of whether there is a relationship between work motivation 
and leadership practices, the Pearson product-moment correlation coefficient was used.  
The Pearson correlation coefficient measures the strength of the linear relationship 
between two variables.   Pearson’s correlation is usually signified by r (rho), and can take 
on the values from -1.0 to 1.0, where -1.0 is a perfect negative (inverse) correlation, 0.0 is 
no correlation, and 1.0 is a perfect positive correlation.  A low p-value for this test (less 
than 0.05) means that there is evidence to reject the null hypothesis in favor of the 
alternative hypothesis, or that there is a statistically significant relationship between the 
two variables.  
 A final step in the data analysis process included the computation of interaction 
terms to show differences between the association of variables.  For significant 
correlation coefficients for the Work Motivation scores and Leadership Practices scores, 
post-hoc analysis were performed using multiple regressions.  To interpret the nature of 
the significant interactions, the sample was stratified according to gender, ethnicity, age, 
job title, work level, work location, and educational setting.  
 Multiple regressions were performed to test if any of the demographic and 
employment related variables moderated the effects of Leadership Practices Inventory 
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subscale scores and Work Motivation Inventory subscale scores.  Interaction terms were 
computed to determine if there were associations between the specific LPI subscale 
scores and WMI subscale scores for the demographic and employment related variables.  
Tables are provided with significant findings, with p < .05. 
Summary 
 This chapter included a description of the research design, the identification of the 
research variables, and the statistical procedures used in the study.  Also presented in this 
chapter were the research questions and hypotheses that guided the study, along with a 
description of the demographics of the participants.  The method for selecting the sample 
population and strategies for enlisting participants were described.  Additionally, the 
chapter included a description of the instrumentation, data collection techniques, data 
analysis, and limitations for the study.  The results and the findings of the study are 







The major purpose of this study was to examine the relationship between work 
motivation and leadership practices among graduates from a master’s degree program in 
education administration and supervision at a research university.  This chapter provides 
an analysis of data focusing on the following specific research questions. 
1. What are the work motivation factors of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Work Motivation Inventory? 
 Means and standard deviation of the four subscales of work motivation according 
to demographic and employment related variables were used to respond to this question.   
2. Are there differences among scores on the Work Motivation Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
Analysis of variance (ANOVA) tables were generated to respond to this question. 
3. What are the leadership practices of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Leadership Practices Inventory? 
 Means and standard deviation of the five subscales of leadership practices 




4. Are there differences among scores on the Leadership Practices Inventory 
of graduates from a master’s degree program in education administration and supervision 
at a research university? 
Analysis of variance (ANOVA) tables were generated to respond to this question.   
5. Is there a relationship between work motivation, as measured by the Work 
Motivation Inventory, and leadership practices, as measured by the Leadership Practices 
Inventory, among graduates of a master’s degree program in education administration and 
supervision at a research university? 
The Pearson product-moment correlation coefficient was used to respond to this 
question. For significant correlation coefficients for the Work Motivation scores and 
Leadership Practices scores, post-hoc analyses were performed using multiple 
regressions.  A multiple regression allows the simultaneous testing and modeling of 
multiple independent variables.  Interaction terms were computed to determine if there 
were associations between the specific LPI subscale scores and WMI subscale scores for 
the demographic and employment related variables. 
 
Participants in the Study 
 
 Participants for the study were invited from graduates of the master’s degree 
program in education administration and supervision at Clemson University from years 
1998-2003 (N = 177).  Ninety-seven (55%) of the 177 graduates agreed to participate in 
the study by completing the two inventories, Work Motivation Inventory and Leadership 
Practices Inventory, and the demographic and employment related survey, and returning 
them via mail to the researcher. 
91 
 Table 11 shows the distribution of the participants by demographic variables of 




Participants’ Gender, Race/Ethnicity, and Age (N = 97) 
   
Characteristics       n   % 
 
Gender 
 Female       56   58  
 Male       41   42 
 
Race/Ethnicity 
 African-American     11   11 
Asian       0   0 
 Caucasian      83   86 
 Hispanic      3   3 
 Native American     0   0 
 Other       0   0 
 
Age 
 below 25 to 34      33   34 
 35 to 44      30   31 
 45 to 54      25   26
 55 and over        9     9 
           
  
 
 The majority of participants were female, representing over 57% of the sample 
population.  An overwhelming majority (86%) of the participants identified themselves as 
belonging to the Caucasian race/ethnicity group; 11% of the participants were African-
American; and 3% of the participants were Hispanic.  The majority of the participants, 
34%, were in the “below 25 to 34” age category.  The second largest group was in the 35-
44 age group, at 31%. 
 At these percentages, the participants in the study are representative of the entire 
population of graduates of the master’s degree program in education administration and 
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supervision at Clemson University for years 1998 to 2003.  The sample population is also 
representative of all students enrolled at Clemson University for the year 2006.  
 Characteristics of the norm groups for the Work Motivation Inventory include 
adults from many different sections of the United States, although the sampling is not 
systematically representative of the entire nation.  The average age of respondents is 37.3, 
with reasonable representation across the range from 18 to 79.  The percentage of males 
in the norm sample is slightly high (58.7%).  Tests regarding the differences between 
men and women on the individual scales show that Power is significantly different for 
gender, with males scoring higher than females (Source: Work Motivation Inventory 
Narrative Manual, 1987, MetriTech, Inc.). 
 Generally, the five leadership practices as measured by the Leadership Practices 
Inventory are not significantly different for males and females.  Both groups report to 
practice Model the Way, Inspire a Shared Vision, Challenge the Process, and Enable 
Others to Act with mostly the same frequency.  Female managers report a higher 
tendency to practice Encourage the Heart significantly more often than do male 
managers.   
 Table 12 shows the distribution of participants by employment related variables 










Participants’ Job Title, Work Level, Work Location, and Educational Setting (N = 97) 
  
Characteristics       n   % 
Job Title 
 Administrator (Principal, Asst. Principal,  56   58 
District Office Coordinators, College) 
 Non-educator        4     3 
 Teacher (Elementary, Middle, High)   37   39  
 
Work Level 
College (2-year and 4-year)      1     1 
District / Specialty     11   11 
 Elementary School     28   29 
Middle School      17   18 
High School      37   38 
*Missing Information       3    3 
  
Work Location 
 Rural       49   50 
 Suburban      20   21 
 Urban         9     9 
 *Missing Information     19   20 
 
Educational Setting 
 Private         2    2 
 Public       81   84
 *Missing Information     14   14 
        
 
 
At over 59%, the largest number of participants reported holding the title of 
administrator.  The title of administrator includes principal, assistant principal, district 
office coordinators of programs, and college administrators.  As for work level, the 
majority of participants (38%) reported working at the high school level.  The majority of 
participants (49%) worked in a rural location.  Almost all of the subjects worked in a 
public school system, as opposed to a private school setting. 
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Table 13 shows the distribution of the participants by number of years in their 




Participants’ Years in Current Position (N = 97) 
 
Characteristics       n   % 
 
Years in Current Position 
 
 Less than 6 months     12   12 
 
6-12 months       4     4 
 
1-3 years      21   22 
 
 3-6 years      23   24 
 
 6-10 years        6     6 
 
 10+ years      12   12 
 
*Missing Information     19   20 
           
 
Most of the participants have held their current positions for 1-6 years, 22% of 
participants have held their current positions for 1-3 years, and 24% have held their 
positions for 3-6 years.  Overall, 68% of the participants have been in their current 
positions for ten years or less. 
Research Questions 
 Data were analyzed based on the five research questions for the study.  Table 14 
shows the four subscales of the Work Motivation Inventory and the mean scores derived 





Work Motivation Inventory Subscales 
Subscales Mean Scores of this research Mean Scores of the norm sample
 
























Source: Work Motivation Inventory narrative manual, 1987, MetriTech, Inc. 
 
 The score for each subscale can range from 20 to 80.  Based on responses from 
the norm sample, the mean score for each subscale is 50.  The mean scores for the 
participants in the study were higher for Affiliation (57.73) than any other subscale. 
Table 15 shows the five subscales of the Leadership Practices Inventory and the 






Leadership Practices Inventory Subscales - - Mean Scores of this Research and 
Mean Scores of the Norm Sample 
 
Subscales 
Mean Scores  
of this research 
Mean Scores 
of the norm sample 
 






























Source: Leadership Practices Inventory facilitator’s guide (3rd ed.), 2003, Pfeiffer. 
 
 
 The score for each practice can range from a high of 60 to a low of 6.  A perfect 
score of 60 represented a score of 10 on every item within that domain of behavior, or 
leadership practice.  Based on mean scores of the norm sample, Enable Others to Act at 
49.4 is the leadership practice most frequently reported being used.  This is followed by 
Model the Way and Encourage the Heart, both having scores of 47.1.  Challenge the 
Process is next at 46.1.  Inspire a Shared Vision is perceived as the least frequently 
engaged leadership practice with a score of 44.3. 
 The average sub-scores of the five leadership practices among the participants in 
this study were as follows: Model the Way, 48.7 (50th percentile); Inspire a Shared 
Vision, 44.5 (45th percentile); Challenge the Process, 46.0 (45th percentile); Enable Others 
to Act, 50.3 (52nd percentile); and Encourage the Heart, 49.4 (58th percentile).  Kouzes 
and Posner (2003) stated that a high score on the LPI is one that falls at the 70th percentile 
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or above on their database percentile chart.  A low score is one at the 30th percentile or 
below.  A score that falls between those ranges would be considered a moderate score. 
Research Question 1 
 What are the work motivation factors of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Work Motivation Inventory? 
 Means and standard deviation of the four subscales of work motivation according 
to demographic and employment related variables were used to respond to this question.  
Table 16 shows the mean scores and standard deviations on the four subscales of the 




Means and Standard Deviations of the Work Motivation Inventory Subscales for Total 
Participants 
Total  
N = 97 
 
Subscales Mean Standard Deviation 





  9.27 
 












  8.45 
 





  8.61 
 
 
The mean score of 57.73 on Affiliation is descriptive of participants who are very 
sensitive to the needs of others and place high value on the quality of their relationships 
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with others.  On Accomplishment, the mean score of 50.61 describes participants who 
prefer their jobs to be challenging and exciting.  They are strongly goal-oriented and set 
their own standards of excellence.  When their work becomes routine, they can quickly 
become bored and disinterested. 
Moderate scores on Power (M = 49.33) reveal a person with a competitive nature.  
These individuals like to be in charge, striving for status and leadership positions. 
Recognition has the lowest mean score (M = 47.59), which is descriptive of participants 
who do not need constant reassurance by others that they are doing well, their rewards 
come from within themselves or from work itself. 
 Table 17 shows the mean scores and standard deviations for the Work Motivation 




Means and Standard Deviations of the Work Motivation Inventory Subscales for Gender 
Females 
n = 56 
Males 
n = 41 
 

















































The mean score for Females (M = 57.30) and Males (M = 58.32) was highest on 
Affiliation.  A high score on Affiliation reveals that participants generally trust people 
and are able to relate warmly to them.  Individuals who score high can frequently be 
counted on to sacrifice personal gain for others.  For females, the other three subscales 
ranked in the lower range: (1) Accomplishment had a mean score of 49.23, (2) Power had 
a mean score of 48.73, and (3) Recognition had a mean score of 47.5.  These lower range 
scores reflect a more relaxed approach to working (Accomplishment), more of a team 
player (Power), and less value for prestige and status (Recognition). 
For males, Accomplishment had a mean score of 52.49. Power had a mean score 
of 50.15, and Recognition had a mean score of 47.71.  Males had a higher mean score on 
all four subscales of the Work Motivation Inventory.  The males in the study could be 
characterized as ambitious, motivated, and trailblazing (Accomplishment) and 
controlling, influential, and assertive (Power).  The subscale of Recognition was in the 
lower range on the scale, which reveals descriptive characteristics such as being modest 
and unpretentious. 





Means and Standard Deviations of the Work Motivation Inventory Subscales for 
Race/Ethnicity 
Caucasian 
n = 83 
Minority 
n = 14 
 



















































The mean score for Caucasians was highest on Affiliation (M = 57.05), while 
Accomplishment had a mean score of 50.77, and Power had a mean score of 49.14. 
Participants who score high on Affiliation enjoy the company of friends, like to be 
around other people and do not work at their best while they are alone.  Those who score 
in the higher range of Accomplishment describe themselves as being very involved in 
what they do.  A moderate-to-high score on Power reveals an ambitious characteristic.  
The Caucasian participants in this study had a mean score of 46.78 on Recognition, 
which reflects a score on the lower range of the scale and is interpreted as being modest 
and unpretentious. 
The Minority race/ethnicity category includes African-Americans (n = 11) and 
Hispanics (n = 3).  This category of participants also scored the highest on Affiliation  
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(M = 61.79), while Recognition had a mean score of 52.36, Power had a mean score of 
50.43, and Accomplishment had a mean score of 49.64.  The Minority category had 
higher mean scores in the three areas of Affiliation, Recognition, and Power than those 
identified in the Caucasian category.  The higher score on Affiliation means that these 
individuals enjoy the company of friends and they generally trust people who relate 
warmly to them. 




Means and Standard Deviations of the Work Motivation Inventory Subscales for Age 
Below 25 to 34 
n = 33 
35 to 44 
n = 30 
45 to 54 
n = 25 
55 and over 
n = 9 
 
















































































The mean score for Below 25 to 34 age category was highest on Affiliation  
(M = 55.45), and those persons would most likely be described as sociable, friendly, and 
personable.  This age category had a mean score of 49.85 on Power which reveals 
moderately high characteristics such as being influential, confident and aggressive. This 
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age category scored in the low range on Accomplishment which had a mean score of 
48.06, and Recognition which had a mean score of 45.79.  Low scores in these areas are 
descriptive of people who are practical and realistic (Accomplishment) and inner-directed 
and idea oriented (Recognition). 
The 35 to 44 age category also had the highest mean on the subscale Affiliation 
(M = 58.97), while Accomplishment had a mean score of 50.77, Power had a mean score 
of 49.00, and Recognition had a mean score of 48.93. 
The mean score for 45 to 54 age category was also highest on Affiliation  
(M = 59.12), while Accomplishment had a mean score of 51.96, Recognition had a mean 
score of 49.00, and Power had a mean score of 48.88.  The 55 and Over age category had 
its highest mean score on Affiliation (M = 58.11), while Accomplishment had a mean 
score of 55.67, Power had a mean score of 49.78, and Recognition had a mean score of 
45.78. Overall, each age group had its highest mean score on the subscale, Affiliation. 





Means and Standard Deviations of the Work Motivation Inventory Subscales for Job Title 
Administrators 
n = 56 
Teachers 
n = 37 
Non-educators 
n = 4 
 

































































The mean score for Administrators was highest on Affiliation (M = 58.39), while 
Accomplishment had a mean score of 52.14, Power had a mean score of 49.82, and 
Recognition had a mean score of 46.49.  The high score on Affiliation describes a person 
who is sacrificial and supportive.  A high score on Accomplishment reveals 
characteristics such as liking a challenge and being innovative.  The characteristics for a 
moderate-to-high score on Power include being enterprising and decisive.  A lower range 
score on Recognition describes a modest or autonomous person. 
The mean score for Teachers also was highest on Affiliation (M = 57.11), while 
Recognition had a mean score of 49.51, Power had a mean score of 48.92, and 
Accomplishment had a mean score of 48.22.  The Non-educators category included a 
stay-at-home mom who was previously an administrator, and three retirees who presently 
work in another field and who were also previous administrators.  This category of 
participants also scored the highest on Affiliation (M = 54.25), while Accomplishment 
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had a mean score of 51.25, Power had a mean score of 46.25, and Recognition had a 
mean score of 46.00.  Overall, the Administrators category had the highest mean scores 
on all four subscales. 





Means and Standard Deviations of the Work Motivation Inventory Subscales for Work 
Level 
 
 The mean score for College Level category was highest on Affiliation  
(M = 63.00), while Accomplishment had a mean score of 49.00, Power had a mean score 
of 48.00, and Recognition had a mean score of 40.00.  A high score on Affiliation 
characterizes a person as placing a high value on friendships and being faithful and 
trusting.  The lower-range scores reveal being efficient and conventional 
College Level 
 
n = 1 
District/ 
Specialty Level
n = 9 
Elementary 
School Level 
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(Accomplishment), being cooperative and agreeable (Power), and being modest and self-
effacing (Recognition). 
The District/Specialty Level category also had the highest mean on the subscale 
Affiliation (M = 58.36), while Accomplishment had a mean score of 52.55, Power had a 
mean score of 48.82, and Recognition had a mean score of 43.82.  The mean score for 
Elementary School Level category was also highest on Affiliation (M = 58.86), while 
Accomplishment had a mean score of 49.50, Recognition had a mean score of 49.32, and 
Power had a mean score of 47.96. The Middle School Level category had the highest 
mean score on Affiliation (M = 55.88), while Power had a mean score of 50.29, 
Accomplishment had a mean score of 49.53, and Recognition had a mean score of 48.24. 
The mean score for High School Level category was also highest on Affiliation  
(M = 57.65), while Accomplishment had a mean score of 51.19, Power had a mean score 
of 50.22, and Recognition had a mean score of 47.41.  Overall, each work level had its 
highest mean score on the subscale, Affiliation, meaning that these participants place a 
high value on friendships and being faithful and trusting. 







Means and Standard Deviations of the Work Motivation Inventory Subscales for Work 
Location 
Rural 
n = 49 
Suburban 
n = 20 
Urban 
n = 9 
 































































The mean score for Rural work location was highest on Affiliation (M = 56.80), 
which describes characteristics such as charitable, trusting and friendly.  Accomplishment 
for rural work location had a mean score of 49.88, which is moderate-to-high and reveals 
independence, task-oriented characteristics.  Power had a lower-range mean score of 
48.45, and Recognition had a lower-range mean score of 47.90.  These two subscales 
describe submissiveness (Power) and modesty (Recognition).  
The mean score for Suburban work location was also highest on Affiliation  
(M = 59.40), Accomplishment had a mean score of 51.65, Power had a mean score of 
51.60, and Recognition had a mean score of 47.20.  The Urban work location also had a 
high mean score on Affiliation (M = 62.33), while Accomplishment had a mean score of 
48.44, Power had a mean score of 45.67, and Recognition had a mean score of 45.11.  
Overall, each work location had its highest mean score on the subscale, Affiliation. 
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Means and Standard Deviations of the Work Motivation Inventory Subscales for 
Educational Setting 
Public 
n = 81 
Private 
n = 2 
 
Subscales Mean SD Mean SD 










     5.66 
 









   12.73 
 









       .71 
 









     4.24 
 
 
The mean score for those working in the Public sector was highest on Affiliation 
(M = 57.84), which describes extroverted persons. Accomplishment had a mean score of 
50.07, which describes a self-reliant person.  Power had a lower-range mean score of 
48.69, revealing a considerate nature, and Recognition had a lower-range mean score of 
47.32, characterizing an inner-directed nature.  The mean score for those working in the 
Private sector also was highest on Affiliation (M = 66.00), Accomplishment had a mean 
score of 53.00, while Recognition had a mean score of 49.00, and Power had a mean 
score of 48.50. Overall, each educational setting had its highest mean score on the 
subscale, Affiliation. 
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Research Question 2 
Are there differences among scores on the Work Motivation Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
To address the second research question, the data analysis methodology involved 
the use of analysis of variance (ANOVA).  Twenty-eight, one-way ANOVAs were 
computed regarding their relationship with the four work motivation factors identified by 
Maehr and Braskamp (1986) as measured by the Work Motivation Inventory.  The seven 
demographic subgroups (i.e., gender, race/ethnicity, age, job title, work level, work 
location, and educational setting) served as the independent variables.  The four work 
motivation factors (i.e., Accomplishment, Recognition, Power, and Affiliation) were the 
dependent variables.  To determine whether any differences that existed were relevant, 
significance was established at the .05 level.   
Table 24 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of males and females on all 










ANOVA Results of Work Motivation Inventory by Gender 











WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
    250.887 
  7990.226 
  8241.113 




  84.108 
2.983 .087 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
         








    1.017 
115.563 
   




WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
  
     47.339 
  6812.104 
  6859.443 
 




   47.339 
   71.706 
   




WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 








   24.314 
   74.723 
  
  .325 
 
.570 
p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by gender among the graduates of a master’s degree program in education 
administration and supervision at a research university. 
Finding: No significant differences were found to exist between males and 
females on all four subscales of Accomplishment, Recognition, Power, and Affiliation.  
The null hypothesis is not rejected. 
Table 25 shows if there are differences between the means of Caucasians and 


















WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
      15.249 
  8225.865 
  8241.113 





 .176 .676 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
  
















WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
  















WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 














p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by race/ethnicity among the graduates of a master’s degree program in 
education administration and supervision at a research university. 
Finding: No significant differences were found to exist between the means of 
Caucasians and minorities on all four subscales of Accomplishment, Recognition, Power, 
and Affiliation.  The null hypothesis is not rejected. 
Table 26 shows if there are differences between the means of all four age 


















WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
    490.908 
  7750.205 
  8241.113 




  83.336 
1.964 .125 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
  








  80.189 
115.472 
 




WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
 
      19.005 
  6840.438 
  6859.443 
 




   6.335 
 73.553 
 




WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 
    266.354 
  6856.677 
  7123.031 
 










p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by age groups among the graduates of a master’s degree program in education 
administration and supervision at a research university. 
Finding: No significant differences were found to exist between the means of all 
four age categories on all four subscales of Accomplishment, Recognition, Power, and 
Affiliation.  The null hypothesis is not rejected. 
Table 27 shows if there are differences between the means of job title categories 

















WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
   345.236 
 7895.877 
 8241.113 




  83.999 
2.055 .134 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
 















WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
 
      57.722 
  6801.721 
  6859.443 
  




  28.861 






WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 
      87.356 
  7035.675 
  7123.031 
 










p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by job title among the graduates of a master’s degree program in education 
administration and supervision at a research university. 
Finding: No significant differences were found to exist between the means of job 
title categories on all four subscales of Accomplishment, Recognition, Power, and 
Affiliation.  The null hypothesis is not rejected. 
Table 28 shows if there are differences between the means of work level 





ANOVA Results of Work Motivation Inventory by Work Level 











WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
   109.819 
 7991.638 
 8101.457 
   4 
 89 
 93 
  27.455 
  89.794 
.306 .873 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
 
















WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
 








  25.392 






WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 








  31.276 





p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by work levels among the graduates of a master’s degree program in education 
administration and supervision at a research university. 
Finding: No significant differences were found to exist between the means of all 
five work level categories on all four subscales of Accomplishment, Recognition, Power, 
and Affiliation.  The null hypothesis is not rejected. 
Table 29 shows if there are differences between the means of work location 

















WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
     74.796 
 5366.038 
 5440.833 






  .523 .595 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
  
















WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
  















WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 















p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by work location among the graduates of a master’s degree program in 
education administration and supervision at a research university. 
Finding: No significant differences were found to exist between the means of all 
three work location categories on all four subscales of Accomplishment, Recognition, 
Power, and Affiliation.  The null hypothesis is not rejected. 
Table 30 shows if there are differences between the means of educational setting 






ANOVA Results of Work Motivation Inventory by Educational Setting 











WMI -                          Between Groups 
Accomplishment          Within Groups 
                                      Total 
    16.710 
6211.556 
6228.265 
   1 
 81 
 82 
  16.710 
  76.686 
.218 .642 
 
WMI -                          Between Groups 
Recognition                  Within Groups 
                                      Total 
 















WMI -                          Between Groups 
Power                           Within Groups 
                                      Total 
 








      .071 






WMI -                          Between Groups 
Affiliation                     Within Groups 
                                      Total 
 















p < .05  
 
H0:  There are no differences among the scores on the Work Motivation Inventory 
subscales by educational setting among the graduates of a master’s degree program in 
education administration and supervision at a research university. 
Finding: No significant differences were found to exist between the means of 
public educational setting and private educational setting on all four subscales of 
Accomplishment, Recognition, Power, and Affiliation.  The null hypothesis is not 
rejected. 
Research Question 3 
What are the leadership practices of graduates from a master’s degree program in 
education administration and supervision at a research university as measured by the 
Leadership Practices Inventory? 
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 Means and standard deviation of the five subscales of leadership practices 
according to demographic and employment related variables were used to respond to this 
question.   
  Table 31 shows the mean scores and standard deviations on the five subscales of 
the Leadership Practices Inventory. 
 
Table 31 
Means and Standard Deviations of the Leadership Practices Inventory Subscales for 
Total Participants 
Total  
n = 97 
 
Subscales Mean Standard Deviation 
 
LPI – Model the Way 
          Setting the correct example 






LPI – Inspire a Shared Vision 
          The ability to envision the future 
          The ability to enlist others in pursuit of 






LPI – Challenge the Process 
          The willingness to experiment and take risks 
          The search for opportunities the challenge the 






LPI – Enable Others to Act 
           Fostering collaboration 






LPI – Encourage the Heart 
          Celebrating accomplishment 







The LPI is used to assess five leadership practices that Kouzes and Posner (1987) 
suggested were common to effective leadership.  The score for each practice can range 
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from a high of 60 to a low of 6.  A perfect score of 60 represented a score of 10 on every 
item within that domain of behavior, or leadership practice.  Based on mean scores of the 
participants of this study, Enable Others to Act at 50.33 is the leadership practice most 
frequently reported being used.  This is followed by Encourage the Heart, which has a 
score of 49.40.  Model the Way is third highest with a score of 48.72 and Challenge the 
Process is next at 45.96.  Inspire a Shared Vision is perceived as the least frequently 
engaged leadership practice with a score of 44.53. 
 Table 32 shows the mean scores and standard deviations on the five subscales of 
the Leadership Practices Inventory based on gender. 
 
Table 32 
Means and Standard Deviations of the Leadership Practices Inventory Subscales for 
Gender 
Females 
n = 56 
Males 
n = 41 
 
Subscales Mean Standard  
Deviation 
Mean Standard  
Deviation 
 
























































The mean score for Females was highest on Enable Others to Act (M = 50.43).  
This means that females had the highest frequency in this behavior.  The Kouzes-Posner 
Leadership model describes Enable Others to Act as fostering collaboration by promoting 
cooperative goals and building trust, and strengthening people by giving power away, 
providing choice, developing competence, assigning critical tasks, and offering visible 
support. 
Females had a mean score of 49.77 on the subscale Encourage the Heart, the 
subscale Model the Way had a mean score of 48.48, Challenge the Process had a mean 
score of 45.54, and Inspire a Shared Vision had a mean score of 43.32. 
Males also scored the highest on Enable Others to Act (M = 50.20), while Model 
the Way had a mean score of 49.05, Encourage the Heart had a mean score of 48.90, 
Challenge the Process had a mean score of 46.54, and Inspire a Shared Vision had a mean 
score of 46.17. 
 According to the Kouzes-Posner Leadership Model, the subscale Inspire a Shared 
Vision describes a person who envisions and uplifts an enabling future, and enlists others 
in a common vision by appealing to their values, interests, hopes, and dreams.  The 
subscale Challenge the Process reveals characteristics such as searching out challenging 
opportunities to change, grow, innovate, and improve. Challenge the Process also 
describes an individual who likes to experiment, take risks, and learn from the 
accompanying mistakes. 
 Table 33 shows the mean scores and standard deviations on the five subscales of 





Means and Standard Deviations of the Leadership Practices Inventory Subscales for 
Race 
Caucasian 
n = 83 
Minority 
n = 14 
 
Subscales Mean SD Mean SD 
 



























































The mean score for Caucasians was highest on Enable Others to Act (M = 50.04), 
while Encourage the Heart had a mean score of 49.02, Model the Way had a mean score 
of 48.48, Challenge the Process had a mean score of 45.54, and Inspire a Shared Vision 
had a mean score of 44.00. 
The Minority race/ethnicity category includes African-Americans (n = 11) and 
Hispanics (n = 3).  This category of participants also scored the highest on Enable Others 
to Act (M = 52.07), while Encourage the Heart had a mean score of 51.64, Model the 
Way had a mean score of 50.14, Challenge the Process had a mean score of 48.43, and 
Inspire a Shared Vision had a mean score of 47.64. 
 Table 34 shows the mean scores and standard deviations on the five subscales of 
the Leadership Practices Inventory based on age. 
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Table 34 
Means and Standard Deviations of the Leadership Practices Inventory Subscales by Age 
Below 25 to 34 
n = 33 
35 to 44 
n = 30 
45 to 54 
n = 25 
55 and over 
n = 9 
 
Subscales Mean SD Mean SD Mean SD Mean SD 
 















































































































The mean score for “Below 25 to 34” age category was highest on Enable Others 
to Act (M = 49.21), while Encourage the Heart had a mean score of 48.03, Model the 
Way had a mean score of 47.58, Challenge the Process had a mean score of 43.03, and 
Inspire a Shared Vision had a mean score of 42.55. 
The “35 to 44” age category also had the highest mean on the subscale Enable 
Others to Act (M = 50.00), while Encourage the Heart had a mean score of 48.53, Model 
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the Way had a mean score of 48.17, Challenge the Process had a mean score of 47.40, 
and Inspire a Shared Vision had a mean score of 44.23. 
The mean score for “45 to 54” age category was also highest on Enable Others to 
Act (M = 51.36), while Encourage the Heart had a mean score of 50.72, Model the Way 
had a mean score of 49.08, Challenge the Process had a mean score of 47.08, and Inspire 
a Shared Vision had a mean score of 46.12. 
 The “55 and Over” age category had the highest mean score on Model the Way 
(M = 53.78).  The Kouzes-Posner Leadership model describes Model the Way as setting 
the example by behaving in ways that are consistent with shared values and achieving 
small wins that promote consistent progress and build commitment.  The category, 
Encourage the Heart, had a mean score of 53.67.  Enable Others to Act had a mean score 
of 52.67, Challenge the Process had a mean score of 48.78, and Inspire a Shared Vision 
had a mean score of 48.33. 
Table 35 shows the mean scores and standard deviations on the five subscales of 
the Leadership Practices Inventory based on job title. 
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Table 35 
Means and Standard Deviations of the Leadership Practices Inventory Subscales for Job 
Title 
Administrators 
n = 56 
Teachers 
n = 37 
Non-educators 
n = 4 
 
Subscales Mean SD Mean SD Mean SD 
 

















































LPI – Enable 

































The mean score for Administrators was highest on Enable Others to Act  
(M = 51.70), while Encourage the Heart had a mean score of 51.57, Model the Way had a 
mean score of 50.84, Inspire a Shared Vision had a mean score of 47.30, and Challenge 
the Process had a mean score of 47.09. 
The mean score for Teachers also was highest on Enable Others to Act  
(M = 48.27), Encourage the Heart had a mean score of 46.43, Model the Way had a mean 
score of 45.27, Challenge the Process had a mean score of 44.11, and Inspire a Shared 
Vision had a mean score of 40.43. 
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The “Non-educators” category of participants scored the highest on Model the 
Way (M = 51.00), while Enable Others to Act had a mean score of 50.25, Challenge the 
Process had a mean score of 47.25, Encourage the Heart had a mean score of 46.50, and 
Inspire a Shared Vision had a mean score of 43.50. 
Table 36 shows the mean scores and standard deviations on the five subscales of 
the Leadership Practices Inventory based on work level. 
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Table 36 





















n = 35 
  
Subscales 
Mean SD Mean SD Mean SD Mean SD Mean SD 
 









































































LPI – Enable 

















































The mean score for College Level category was highest on Enable Others to Act 
(M = 57.00), Encourage the Heart had a mean score of 50.00, Model the Way had a mean 
score of 48.00, and both Inspire a Shared Vision and Challenge the Process had a mean 
score of 42.00. 
The District/Specialty Level category had the highest mean on the subscale 
Encourage the Heart (M = 53.18).  The Kouzes-Posner Leadership model describes the 
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subscale Encourage the Heart as recognizing individual contributions to the success of 
every project, and celebrating team accomplishments regularly.  These participants had a 
mean score of 51.81 on Model the Way, while Enable Others to Act carried a mean score 
of 50.64, Inspire a Shared Vision carried a mean score of 49.91, and Challenge the 
Process carried a mean score of 49.36. 
The mean score for Elementary School Level category was highest on Enable 
Others to Act (M = 51.89), Encourage the Heart had a mean score of 50.75, Model the 
Way had a mean score of 48.25, Challenge the Process had a mean score of 44.75, and 
Inspire a Shared Vision had a mean score of 44.29. 
 The Middle School Level category also had the highest mean score on Enable 
Others to Act (M = 49.24), Encourage the Heart had a mean score of 48.35, Model the 
Way had a mean score of 48.00, Challenge the Process had a mean score of 46.24, and 
Inspire a Shared Vision had a mean score of 43.18. 
The mean score for High School Level category was also highest on Enable 
Others to Act (M = 49.43), Model the Way had a mean score of 48.35, Encourage the 
Heart had a mean score of 48.08, Challenge the Process had a mean score of 45.78, and 
Inspire a Shared Vision had a mean score of 44.24. 
Table 37 shows the mean scores and standard deviations on the five subscales of 







Means and Standard Deviations of the Leadership Practices Inventory Subscales for 
Work Location 
Rural 
n = 49 
Suburban 
n = 20 
Urban 
n = 9 
 
Subscales Mean SD Mean SD Mean SD 
 
















































































The mean score for Rural work location was highest on Enable Others to Act  
(M = 49.49), while Encourage the Heart had a mean score of 47.59, Model the Way had a 
mean score of 46.94, Challenge the Process had a mean score of 44.98, and Inspire a 
Shared Vision had a mean score of 43.45. 
The mean score for Suburban work location was highest on Encourage the Heart 
(M = 51.40), while Enable Others to Act had a mean score of 51.30, Model the Way had 
a mean score of 50.55, Inspire a Shared Vision had a mean score of 47.10, and Challenge 
the Process had a mean score of 46.80. 
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The Urban work location had a high mean score on Enable Others to Act  
(M = 49.89), while Encourage the Heart had a mean score of 49.11, Model the Way had a 
mean score of 48.22, Challenge the Process had a mean score of 42.89, and Inspire a 
Shared Vision had a mean score of 37.89. 
Table 38 shows the mean scores and standard deviations on the five subscales of 




Means and Standard Deviations of the Leadership Practices Inventory Subscales for 
Educational Setting 
Public 
n = 81 
Private 
n = 2 
 
Subscales Mean SD Mean SD 
 
























































The mean score for those working in the Public sector was highest on Enable 
Others to Act (M = 49.79), while Encourage the Heart had a mean score of 48.93, Model 
the Way had a mean score of 48.09, Challenge the Process had a mean score of 45.26, 
and Inspire a Shared Vision had a mean score of 43.80. 
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The mean score for those working in the Private sector also was highest on Enable 
Others to Act (M = 54.50), while Encourage the Heart had a mean score of 49.50, Model 
the Way had a mean score of 48.50, Inspire a Shared Vision had a mean score of 46.00, 
and Challenge the Process had a mean score of 42.50. 
 
Research Question 4 
Are there differences among scores on the Leadership Practices Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
To address the fourth research question, the data analysis methodology involved 
the use of analysis of variance (ANOVA).  Thirty-five, one-way ANOVAs were 
computed regarding their relationship with the five factors extracted and identified by 
Kouzes and Posner (1995) as the scale design of the Leadership Practices Inventory.  The 
seven demographic subgroups (i.e., gender, race/ethnicity, age, job title, work level, work 
location, and educational setting) served as the independent variables.  The five 
leadership practices (i.e., Model the Way, Inspire a Shared Vision, Challenge the Process, 
Enable Others to Act, Encourage the Heart) were the dependent variables.  To determine 
whether any differences that existed were relevant, significance was established at the .05 
level.   
Table 39 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of males and females on all 
five subscales of Model the Way, Inspire a Shared Vision, Challenge the Process, Enable 
















LPI -                          Between Groups 
Model the Way         Within Groups 
                                      Total 
      7.600 
4467.885 
4475.485 
  1 
95 
96 




LPI -                          Between Groups 
Inspire a Shared         Within Groups 
Vision                             Total 
 
















LPI -                          Between Groups 
Challenge the             Within Groups 
Process                           Total 
 















LPI -                          Between Groups 
Enable Others to       Within Groups 
Act                                 Total 
 















LPI -                           Between Groups 
Encourage the             Within Groups 
Heart                              Total 
 














p < .05  
 H0:  There are no differences among the scores on the Leadership Practices 
Inventory of subscales by gender for graduates from a master’s degree program in 
education administration and supervision at a research university. 
 Finding:  No significant differences were found to exist between the means of 
males and females on all five subscales of Model the Way, Inspire a Shared Vision, 
Challenge the Process, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is not rejected. 
Table 40 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of Caucasians and 
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minorities on all five subscales of Model the Way, Inspire a Shared Vision, Challenge the 
Process, Enable Others to Act, and Encourage the Heart. 
 
Table 40 












LPI -                          Between Groups 
Model the Way         Within Groups 
                                      Total 
    33.047 
4442.437 
4475.485 
  1 
95 
96 
  33.047 
  46.762 
.707 .403 
 
LPI -                          Between Groups 
Inspire a Shared         Within Groups 
Vision                             Total 
 















LPI -                          Between Groups 
Challenge the             Within Groups 
Process                           Total 
 








  99.804 






LPI -                          Between Groups 
Enable Others to       Within Groups 
Act                                 Total 
 















LPI -                           Between Groups 
Encourage the             Within Groups 
Heart                              Total 
 















p < .05  
 H0:  There are no differences among the scores on the Leadership Practices 
Inventory subscales by race/ethnicity for graduates of a master’s degree program in 
education administration and supervision at a research university. 
 Finding:  No significant differences were found to exist between the means of 
Caucasians and minorities on all five subscales of Model the Way, Inspire a Shared 
Vision, Challenge the Process, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is not rejected. 
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Table 41 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of four age categories on all 
five subscales of Model the Way, Inspire a Shared Vision, Challenge the Process, Enable 
Others to Act, and Encourage the Heart. 
 
Table 41 
ANOVA Results of Leadership Practices Inventory by Age 











LPI -                          Between Groups 
Model the Way         Within Groups 
                                      Total 
  285.862 
4189.623 
4475.485 
  3 
93 
96 
  95.287 
  45.050 
2.115 .104 
 
LPI -                          Between Groups 
Inspire a Shared         Within Groups 
Vision                             Total 
 















LPI -                          Between Groups 
Challenge the             Within Groups 
Process                           Total 
 















LPI -                          Between Groups 
Enable Others to       Within Groups 
Act                                 Total 
 








  40.056 







LPI -                           Between Groups 
Encourage the             Within Groups 
Heart                              Total 
 








  97.281 





p < .05  
 H0:  There are no differences among the scores on the Leadership Practices 
Inventory subscales by age for graduates of a master’s degree program in education 
administration and supervision at a research university. 
 Finding:  No significant differences were found to exist between the means of 
four age categories on all five subscales of Model the Way, Inspire a Shared Vision, 
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Challenge the Process, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is not rejected. 
Table 42 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of job title categories on all 
five subscales of Model the Way, Inspire a Shared Vision, Challenge the Process, Enable 
Others to Act, and Encourage the Heart. 
 
Table 42 
ANOVA Results of Leadership Practices Inventory by Job Title 











LPI -                          Between Groups 
Model the Way         Within Groups 
                                      Total 
  712.634 
3762.851 
4475.485 




  40.030 
8.901 .000*
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Inspire a Shared         Within Groups 

















LPI -                          Between Groups 
Challenge the             Within Groups 
Process                           Total 
 















LPI -                          Between Groups 
Enable Others to       Within Groups 
Act                                 Total 
 















LPI -                          Between Groups 
Encourage the            Within Groups 
Heart                              Total 
 














*p < .05  
 H0:  There are no differences among the scores on the Leadership Practices 
Inventory subscales by job title for graduates of a master’s degree program in education 
administration and supervision at a research university. 
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 Finding:  There are significant differences between the administrator job title 
category and the teacher job title category on the four subscales of Model the Way, 
Inspire a Shared Vision, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is rejected. 
Table 43 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of work level categories on 
all five subscales of Model the Way, Inspire a Shared Vision, Challenge the Process, 




ANOVA Results of Leadership Practices Inventory by Work Level 
 











LPI -                          Between Groups 
Model the Way         Within Groups 
                                      Total 
  125.788 
4255.319 
4381.106 





  .658 .623 
 
LPI -                          Between Groups 
Inspire a Shared         Within Groups 
Vision                             Total 
 















LPI -                          Between Groups 
Challenge the             Within Groups 
Process                           Total 
 















LPI -                          Between Groups 
Enable Others to       Within Groups 
Act                                 Total 
 















LPI -                           Between Groups 
Encourage the             Within Groups 
Heart                              Total 
 














p < .05  
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 H0:  There are no differences among the scores on the Leadership Practices 
Inventory subscales by work level for graduates of a master’s degree program in 
education administration and supervision at a research university. 
 Finding:  No significant differences were found to exist between the means of 
work level categories on all five subscales of Model the Way, Inspire a Shared Vision, 
Challenge the Process, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is not rejected. 
Table 44 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of work location categories 
on all five subscales of Model the Way, Inspire a Shared Vision, Challenge the Process, 




ANOVA Results of Leadership Practices Inventory by Work Location 
 











LPI -                          Between Groups 
Model the Way         Within Groups 
                                      Total 
  185.665 
3417.322 
3602.987 
  2 
75 
77 
  92.833 2.037 .138 
 
LPI -                          Between Groups 
Inspire a Shared         Within Groups 
Vision                             Total 
 















LPI -                          Between Groups 
Challenge the             Within Groups 
Process                           Total 
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p < .05  
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 H0:  There are no differences among the scores on the Leadership Practices 
Inventory subscales by work location for graduates of a master’s degree program in 
education administration and supervision at a research university. 
 Finding:  No significant differences were found to exist between the means of 
work location categories on all five subscales of Model the Way, Inspire a Shared Vision, 
Challenge the Process, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is not rejected. 
Table 45 shows the results of a one-way ANOVA that was performed to 
determine whether there were differences between the means of educational setting 
categories on all five subscales of Model the Way, Inspire a Shared Vision, Challenge the 
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p < .05  
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 H0:  There are no differences among the scores on the Leadership Practices 
Inventory subscale for educational setting for graduates of a master’s degree program in 
education administration and supervision at a research university. 
 Finding:  No significant differences were found to exist between the means of 
educational setting categories on all five subscales of Model the Way, Inspire a Shared 
Vision, Challenge the Process, Enable Others to Act, and Encourage the Heart.  The null 
hypothesis is not rejected. 
Research Question 5 
Are there significant relationships between work motivation, as measured by the 
Work Motivation Inventory, and leadership practices, as measured by the Leadership 
Practices Inventory, among graduates of a master’s degree program in education 
administration and supervision? 
The Pearson product-moment correlation coefficient was used to respond to this 
question. For significant correlation coefficients for the Work Motivation scores and 
Leadership Practices scores, post-hoc analyses were performed using multiple 
regressions.  A multiple regression allows the simultaneous testing and modeling of 
multiple independent variables.  Interaction terms were computed to determine if there 
were associations between the specific LPI subscale scores and WMI subscale scores for 
the demographic and employment related variables.  
Table 46 displays the correlation coefficients of the subscales of the Work 






Correlation Coefficients for the Work Motivation Inventory and the Leadership Practices 
Inventory 
Work Motivation Inventory 
Subscales 
Leadership Practices  
Inventory 
Subscales Accomplishment Recognition Power Affiliation 
Model the Way .472* -.077   .334* .089 
Inspire a Shared Vision .386* .046   .283* .198 
Challenge the Process .470* .024   .339* .119 
Enable Others to Act .341* -.077     .059   .215* 
Encourage the Heart .414* -.045   .252* .176 
n = 97, *p < .05 (2-tailed) 
 
There were positive correlations existing between the five scores of leadership 
practices (Model the Way, Inspire a Shared Vision, Challenge the Process, Enable Others 
to Act, Encourage the Heart) and Accomplishment.  There were positive correlations 
existing between four of the five scores of leadership practices (Model the Way, Inspire a 
Shared Vision, Challenge the Process, Encourage the Heart) and Power.  There was a 
positive correlation between Enable Others to Act and Affiliation. 
 For significant correlation coefficients for the Work Motivation scores and 
Leadership Practices scores, post-hoc analyses were performed using multiple 
regressions.  To interpret the nature of the significant interactions, the sample was 
stratified according to gender, ethnicity, age, job title, work level, work location, and 
educational setting.  
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 Multiple regressions were performed to test if any of the demographic and 
employment related variables moderated the effects of Leadership Practices Inventory 
subscale scores and Work Motivation Inventory subscale scores.  
 Interaction terms were computed to determine if there were associations between 
the specific LPI subscale scores and WMI subscale scores for the demographic and 
employment related variables.  Tables are provided with significant findings, with p < 
.05. 
  Table 47 shows that there was a significant difference at .044 based on age for the 
Work Motivation subscale Accomplishment and the Leadership Practices subscale 
Challenge the Process. 
 
Table 47 
Regression of the Leadership Practices Subscale Challenge the Process on the Work 

















































a.  Predictors: (Constant), WM-Accomplishment, Age, INTERX (WM-Accomplishment + Age) 
b.  Dependent Variable: LP-Challenge the Process 
*p < .05 
 
Inspection of individual t-tests and beta weights revealed that the Work 
Motivation subscale Accomplishment was significantly positively related to the 
Leadership Practice subscale Challenge the Process (t = 3.839, p = .000).  The Age 
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variable was also significantly positively related to the Leadership Practice subscale 
Challenge the Process (t = 2.256, p = .026).  The interaction term was significant at          
t = -2.038, p = .044.  It appears that the Age variable moderated the effect of differences 
on the Work Motivation subscale Accomplishment and the Leadership Practices subscale 
Challenge the Process. 
Table 48 shows that there was a significant difference at .041 based on job title 
for the Work Motivation subscale Accomplishment and the Leadership Practices subscale 
Model the Way. 
 
Table 48 
Regression of the Leadership Practices Subscale Model the Way on the Work Motivation 
























































a.  Predictors: (Constant), WM-Accomplishment, Job Title, INTERX (WM-Accomplishment + 
Job Title) 
b.  Dependent Variable: LP-Model the Way 
*p < .05 
 
Inspection of individual t-tests and beta weights revealed that the Work 
Motivation subscale Accomplishment did not contribute significant variance to the 
Leadership Practice subscale Model the Way (p = .634).  The Job Title variable was 
significantly negatively related to the Leadership Practice subscale Model the Way          
(t = -2.685, p = .009).  The interaction term was significantly positively related (t = 2.071, 
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p = .041).  It appears that the Job Title variable moderated the effect of differences on the 
Work Motivation subscale Accomplishment and the Leadership Practices subscale Model 
the Way. 
Table 49 shows that there was a significant difference at .003 based on job title 
for the Work Motivation subscale Accomplishment and the Leadership Practices subscale 
Challenge the Process. 
 
Table 49 
Regression of the Leadership Practices Subscale Challenge the Process on the Work 
Motivation Subscale Accomplishment, Job Title, and Interaction of Accomplishment and 





















































a.  Predictors: (Constant), WM-Accomplishment, Job Title, INTERX (WM-Accomplishment + 
Job Title) 
b.  Dependent Variable: LP-Challenge the Process 
*p < .05 
 
Inspection of individual t-tests and beta weights revealed that the Work 
Motivation subscale Accomplishment did not contribute significant variance to the 
Leadership Practice subscale Challenge the Process (p = .802).  The Job Title variable 
was significantly negatively related to the Leadership Practice subscale Challenge the 
Process (t = -3.209, p = .002).  The interaction term was significantly positively related  
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(t = 3.081, p = .003).  It appears that the Job Title variable moderated the effect of 
differences on the Work Motivation subscale Accomplishment and the Leadership 
Practices subscale Challenge the Process. 
Table 50 shows that there was a significant difference at .050 based on job title 




Regression of the Leadership Practices Subscale Challenge the Process on the Work 
























































a.  Predictors: (Constant), WM-Power, Job Title, INTERX (WM-Power + Job Title) 
b.  Dependent Variable: LP-Challenge the Process 
*p < .05 
 
Inspection of individual t-tests and beta weights revealed that the Work 
Motivation subscale Power did not contribute significant variance to the Leadership 
Practice subscale Challenge the Process (p = .890).  The Job Title variable was 
significantly negatively related to the Leadership Practice subscale Challenge the Process 
(t = -2.247, p = .027).  The interaction term was significantly positively related (t = 1.982, 
p = .050).  It appears that the Job Title variable moderated the effect of differences on the 
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Work Motivation subscale Power and the Leadership Practices subscale Challenge the 
Process. 
Summary 
 This chapter provided an analysis of data focusing on the five research questions.  
It also included a description of the participants for the study, giving specific 
demographic variables and employment related descriptors.  Means and standard 
deviation on each subscale for each survey instrument was provided, along with analysis 
of variance results for each subscale on each instrument.  This information was organized 
by each demographic and employment-related variable.  Finally, correlation coefficients 







SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
 
 
This chapter is a summary of the study and provides a discussion of the findings.  
Topics covered in this chapter include an overview of relevant literature, the data 
collection process and the statistical methods employed.  A discussion of the results will 
include implications for the study and the relation of the results to previously published 
studies.  Recommendations for future research will follow the discussion. The purpose of 
this study was to examine the relationship between work motivation and leadership 
practices of graduates from a masters-level degree program in education administration 
and supervision.   
Overview of Relevant Literature 
 Too often, school districts seem to assume that newly trained principals possess 
all the skills and abilities necessary to lead school successfully.  The task of the new 
school leader can be lonely and intimidating.  A study of leadership practices helps 
supervisors identify styles that are most effective in reaching goals and motivating 
followers.  In educational leadership roles, there should be specialized training that 
connects leadership and motivation. Research suggests that many principals do not have 
the time and preparation needed to successfully satisfy the variety of leadership roles they 
are required to fulfill (Farkas, Johnson, Duffett, & Foleno, 2001). 
A worker’s motivation is another key component to achieving goals.  It is critical 
that teachers and administrators are highly motivated in the workplace in order to 
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transform school systems.  Bass (2006) indicated that intrinsically motivated principals 
are more likely to remain in their jobs.  A survey was given to 151 graduate students 
enrolled in principal preparation courses and the respondents ranked several motivating 
factors as to why they were wanting to enter the principalship: (a) making a positive 
impact, (b) making a difference, (c) being professionally and personally challenged, and 
(d) receiving an increased salary (Harris et al., 2000b). 
Motivation and leadership must be researched so that quality administrators are 
properly trained and kept committed to educational and professional goals.  In an effort to 
attract and retain quality principals, it would benefit superintendents and local school 
boards to understand the relationship between work motivation and leadership practices 
of educators.  In a 1994 study by Taylor and Tashakkori, data from 9,987 teachers and 
27,994 students concerning effective and healthy school climates revealed that school 
leadership was one of three major factors that determined school climate.  Other 
researchers have confirmed those same results and have gone further to underscore the 
impact of a healthy school climate being related to positive student achievement (Borger, 
Lo, Oh & Walberg, 1985; Bulach & Malone, 1994; Newman & Associates, 1996; 
Paredes & Frazer, 1992; Winter & Sweeney, 1994).  During the study of personal 
motivational variables, it is certain that some variables will be more influential at some 
stages in one’s life than at others.  Educators are expected to be influenced by personal 
motivational factors, as evidenced by an interest in enhancing student learning and 
improvement in teaching. 
The literature has revealed that looking at motivation as a personal investment is 
to view it as a direct product of the situation, not as a trait of the individual being studied.  
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Personal investment suggests distributing resources such as time, energy and talents in 
different ways.  According to Maehr and Braskamp (1986), motives for accomplishment, 
affiliation, power, and recognition functioned in unison to influence individual choices.  
Personal investment suggests that we look at an individual’s choices to determine why 
they put all of their resources into a certain activity. 
 Leadership is seen as one of the most important variables in determining 
organizational success.  Success in leadership is a function of how well the leader works 
with others (Kouzes & Posner, 2001).  Leadership development is about the development 
of self.  As Kouzes and Posner (2002) have suggested, for future educational leaders it is 
important to develop self-knowledge in order to be effective leaders. 
 The review of the literature focused on three constructs that are central to this 
study:  (a) work motivation, (b) personal investment theory, and (c) effective leadership 
practices.  Leadership theory that is critical to the assessment of leadership effectiveness 
and the construct of motivation theory that is critical to the assessment of work 
motivation were reviewed from a historical perspective.  Personal investment theory 
identified five leadership practices as measured by the Leadership Practices Inventory.  
Although research on motivation seemed plentiful, motivation with the application of 
personal investment theory seemed limited. 
 
Summary of Findings 
Research Question 1 
What are the work motivation factors of graduates from a master’s degree 
program in education administration and supervision at a research university as measured 
by the Work Motivation Inventory? 
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The mean score for females was highest on Affiliation (M = 57.30), while males 
also scored the highest on Affiliation (M = 58.32).  The mean score for Caucasians was 
highest on Affiliation (M = 57.05), while the minority race category also scored the 
highest on Affiliation (M = 61.79).  A high mean score on Affiliation supports the 
minority cultural context of having a strong identity and sense of affiliation.  This 
attribute could certainly carry over into the area of professional affiliation.  The mean 
score for all age group categories - Below 25 to 34, 35 to 44, 45 to 54, and 55 and over - 
was highest on the subscale, Affiliation.  
As for job title, the mean score for administrators was highest on Affiliation  
(M = 58.39), while the mean score for teachers also was highest on Affiliation  
(M = 57.11).  The non-educators category included a self-described stay-at-home mother 
who was previously an administrator, and two retirees who presently work in another 
field and who were also previous administrators.  This category of participants also 
scored the highest on Affiliation (M = 54.25). 
Overall, each work level category had its highest mean score on the subscale, 
Affiliation.  The five work level categories were: college level, district/specialty level, 
elementary school level, middle school level, and high school level.  Each of the three 
work location categories, rural, suburban, and urban, had its highest mean score on the 
subscale Affiliation.  Each educational setting (public and private) had its highest mean 
score on the subscale, Affiliation. 
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Research Question 2 
Are there differences among scores on the Work Motivation Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
No significant differences were found to exist on all four subscales of 
Accomplishment, Recognition, Power, and Affiliation, between the means of males and 
females, between the means of Caucasians and minorities, between the means of all four 
age categories, between the means of job title categories, between the means of all five 
work level categories, between the means of all three work location categories, and 
between the means of public educational setting and private educational setting.  
Therefore, the null hypothesis was not rejected. 
Research Question 3 
What are the leadership practices of graduates from a master’s degree program in 
education administration and supervision at a research university as measured by the 
Leadership Practices Inventory? 
The mean score for females was highest on Enable Others to Act (M = 50.43), 
while males also scored the highest on Enable Others to Act (M = 50.20). The mean score 
for Caucasians was highest on Enable Others to Act (M = 50.04), while the minority race 
category also scored the highest on Enable Others to Act (M = 52.07). 
The mean score for “Below 25 to 34” age category was highest on Enable Others 
to Act (M = 49.21); the “35 to 44” age category also had the highest mean on the subscale 
Enable Others to Act (M = 50.00); he mean score for “45 to 54” age category was also 
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highest on Enable Others to Act (M = 51.36), while the “55 and Over” age category had 
the highest mean score on Model the Way (M = 53.78). 
The mean score for administrators was highest on Enable Others to Act  
(M = 51.70), and the mean score for teachers also was highest on Enable Others to Act 
(M = 48.27), while the “Non-educators” category of participants scored the highest on 
Model the Way (M = 51.00). 
The mean score for college level category was highest on Enable Others to Act 
(M = 57.00), while the district/specialty level category had the highest mean on the 
subscale Encourage the Heart (M = 53.18).  The mean score for elementary school level 
category was highest on Enable Others to Act (M = 51.89), the middle school level 
category also had the highest mean score on Enable Others to Act (M = 49.24), as did the 
high school level category (M = 49.43). 
As for work location, the mean score for rural work location was highest on 
Enable Others to Act (M = 49.49), while the mean score for suburban work location was 
highest on Encourage the Heart (M = 51.40), and the urban work location had a high 
mean score on Enable Others to Act (M = 49.89).  The mean score for those working in 
the Public sector was highest on Enable Others to Act (M = 49.79), as was the mean score 
for those working in the Private sector (M = 54.50). 
Research Question 4 
Are there differences among scores on the Leadership Practices Inventory of 
graduates from a master’s degree program in education administration and supervision at 
a research university? 
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No significant differences were found to exist on all five subscales of Model the 
Way, Inspire a Shared Vision, Challenge the Process, Enable Others to Act, and 
Encourage the Heart between the means of males and females, between the means of 
Caucasians and minorities, between the means of all four age categories, between the 
means of all five work level categories, between the means of all three work location 
categories, and between the means of public educational setting and private educational 
setting.  There are significant differences between the administrator job title category and 
the teacher job title category on all five subscales. 
 No gender differences were reported in prior studies involving school principals, 
superintendents, college presidents, college coaches, or public health agency directors.  
Scores for female elementary school principals were reported as higher than their male 
colleagues, although gender made virtually no difference in the outcome variables.  
Female university professors reported using the Encourage the Heart leadership practice 
more often than their male colleagues, however, the two groups did not differ on the 
other four subscales.  A comparison of African-American female leaders to Caucasian 
female leaders in college student personnel administrator positions revealed no 
significant main or interaction effects by leader ethnicity.  A study involving executive 
directors of community development organizations revealed LPI scores for Caucasian 
directors to those directors with minority distinction.  The two groups scored similar 
results on Challenge the Process, Enable Others to Act, and Encourage the Heart.  
Minority directors reported significantly higher scores on Model the Way and Inspire a 
Shared Vision. 
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Research Question 5 
Is there a relationship between work motivation, as measured by the Work 
Motivation Inventory, and leadership practices, as measured by the Leadership Practices 
Inventory, among graduates of a master’s degree program in education administration and 
supervision at a research university? 
There were positive correlations existing between the five sets of leadership 
practices (Model the Way, Inspire a Shared Vision, Challenge the Process, Enable Others 
to Act, Encourage the Heart) and Accomplishment.  There were positive correlations 
existing between four of the five sets of leadership practices (Model the Way, Inspire a 
Shared Vision, Challenge the Process, Encourage the Heart) and Power.  The work 
motivation subscale Power did not have a strong correlation to the leadership practice 
Enable Others to Act, which reinforces the descriptive characteristics of Power as being 
controlling, commanding, and manipulative. There was a positive correlation between 
Enable Others to Act and Affiliation.  The descriptive characteristics of the subscale 
Affiliation include being supportive, people-oriented, and charitable.  
 
Conclusions 
 Work motivation factors and leadership practices are observable skills and 
abilities that administrators demonstrate on a daily basis, however the frequency of the 
work motivation factors and leadership practices that administrators demonstrate vary 
from leader to leader.  Some administrators frequently demonstrate high-levels of work 
motivation factors and effective leadership practices, yet others do not.   
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 The following three conclusions are relevant to the sample of participants in this 
study.  The conclusions presented are based on the research design of the study, the 
literature reviewed for the study, and the analysis of the data of the study. 
Conclusion 1:  There were no differences among the scores on the Work 
Motivation Inventory of graduates from a master’s degree 
program in education administration and supervision. 
In all demographic and employment related categories, the mean score for 
participants was highest on the subscale Affiliation.  People who score in the higher 
range on this scale enjoy the company of friends and like to be around other people. As a 
result, they are very sensitive to the needs of others and place high value on the quality of 
their relationships with others. They do not work at their best or for long periods of time 
alone.  They generally trust people and are able to relate warmly to them. Individuals 
who score high can frequently be counted on to sacrifice personal gain for others.  
Descriptive characteristics of Affiliation include being sociable, friendly, supportive, 
personable, extroverted, sacrificial, people-oriented, faithful, trusting and charitable. 
Educators tend to respect each other and feel a sense of loyalty to their 
organization.  Because the subscale Affiliation was the most prominent in self and work 
perceptions, the participants in the study seemed to perceive opportunities in their present 
positions for satisfying their personal incentives.  They appeared to be motivated by a 
sense of belonging and socializing in both their personal lives and their professional lives. 
They appeared to prefer opportunities to be around people, and they appeared to be 
fulfilled by assisting and giving to others.  The participants in this study appeared to be 
people-oriented individuals. 
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Conclusion 2: There are significant differences between the scores of 
participants who are administrators and the scores of 
participants who are teachers on four of the subscales of the 
Leadership Practices Inventory, including Model the Way, 
Inspire a Shared Vision, Enable Others to Act, and 
Encourage the Heart. 
Challenge the Process is the only one of the five subscales of the LPI which 
showed no significant difference between the scores of administrators and teachers out of 
those who participated in this study.  The subscale Model the Way describes a person 
who sets the example by behaving in ways that are consistent with shared values, and 
they achieve small wins that promote consistent progress and build commitment.  Inspire 
a Shared Vision includes the characteristics of envisioning and uplifting an enabling 
future, along with enlisting others in a common vision by appealing to their values, 
interests, hopes, and dreams.  The subscale Enable Others to Act reveals a description of 
fostering collaboration by promoting cooperative goals and building trust, while 
strengthening people by giving power away, providing choice, developing competence, 
assigning critical tasks, and offering visible support.  People who score in the higher 
range for Encourage the Heart recognize individual contributions to the success of every 
project and celebrate team accomplishments regularly. 
Educators need to realize that challenging the process of their organization can be 
beneficial to the organization as a whole.  Experimenting and taking risks may be the 
very answers to overcoming problems in the system. Even small wins will make a 
difference in the scheme of the education world, and bigger wins will usually follow. 
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Searching out challenging opportunities to change, grow, innovate and improve may 
seem like daunting tasks, but for organizations to move forward, these are a necessity. 
Educators should increase their interpersonal communications and learn supportive 
communication styles. These facets of challenging the process will only help educators to 
be more effective leaders in working with peers, supervisors and students. 
The differences in scores between participants who are administrators and 
participants who are teachers on four of the subscales of the Leadership Practices 
Inventory, could be explained by the fact that those participants who are administrators 
are using their leadership practices on a daily basis, whereas teachers may not necessarily 
need to use leadership practices in the same manner.  Administrators lead students and 
teachers, whereas teachers are leaders of only students and their leadership practices 
somewhat may vary at this level. 
Conclusion 3: There were positive correlations existing between the five scores of  
leadership practices (Model the Way, Inspire a Shared Vision, 
Challenge the Process, Enable Others to Act, Encourage the Heart) 
and Accomplishment.  There were positive correlations existing 
between four of the five scores of leadership practices (Model the 
Way, Inspire a Shared Vision, Challenge the Process, Encourage the 
Heart) and Power.  There was a positive correlation between Enable 
Others to Act and Affiliation. 
 Because there were positive correlations existing between the work motivation 
subscale Accomplishment and all five leadership practices, Accomplishment appears to 
be the sole predictor of all five leadership practices.  In this study, the sense of 
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Accomplishment accounts for more of a predictor of leadership practices than any other 
subscale. 
There were also positive correlations existing between the work motivation 
subscale Power and the four leadership practices, Model the Way, Inspire a Shared 
Vision, Challenge the Process, and Encourage the Heart.  We can assume that for the 
participants in this study, the subscale Power predicts these four leadership practices. 
Also, there was a positive correlation between the work motivation subscale 
Affiliation and the leadership practice Enable Others to Act.  The subscale Enable Others 
to Act reveals descriptive characteristics such as fostering collaboration by promoting 
cooperative goals and building trust, providing choice, developing competence, assigning 
critical tasks, and offering visible support.  Because of the high scores on the subscale 
Affiliation, we can assume that for the participants in this study, Affiliation is a predictor 
of the Enabling Others to Act leadership practice. 
Overall, this study concluded that, on average and as a group, the participants in 
this study perceived themselves as exhibiting high levels of leadership practices as 
measured by the Leadership Practices Inventory.  The positive correlations between the 
work motivation subscale Accomplishment and all five leadership practices allows us to 
assume that for the participants in this study accomplishment plays a role in their 
leadership practices.  On the Work Motivation Inventory, the subscale Accomplishment is 
related to achievement and involves performance.  Achievement can come from personal 
accomplishment attributed to effort and ability of an individual or from organizational 
accomplishment that is valued by the social organization. 
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Maehr’s (1984) and Maehr and Braskamp’s (1986) personal investment theory 
provided a theoretical foundation and design for the investigation of work motivation and 
leadership practices among graduates of a master’s degree program in education 
administration and supervision.  The basis and importance of this type of investigation 
were embedded in and directed by Maehr’s (1984) and Maehr and Braskamp’s (1986) 
assumption that an individual’s decisions regarding investment of his or her time, energy, 
and talent within work organizations were primarily based on their own thoughts, 
perceptions and emotions. 
An explanation of Maehr and Braskamp’s personal investment theory provides 
insight regarding what motivates educators to enter the principalship.  Maehr and 
Braskamp (1986) theorized that factors such as accomplishment, affiliation, power, and 
recognition functioned in unison to provide long-term performance and satisfaction.  
Much like Herzberg’s (1959) motivation-hygiene theory, the personal investment theory 
proposes that motivation comes from within the employee, as a process in the continuous 
flow of behavior.  This behavior is shaped by the meaning that situations have to 
individuals.  Individuals may hold relatively enduring perceptions and thoughts, and the 
relative strength of each may alternate depending on situational conditions.  The relative 
strength of each motive (accomplishment, affiliation, power, and recognition) matched 
with the sense of self perceptions (goal directedness, self-esteem, self-reliance), and 
perceived options (advancement opportunities and marketability) determined the meaning 
associated with performing any given task or job for any given organization.   
 Kouzes and Posner (2002) have developed an outstanding model for leadership 
practices. Their leadership studies began in 1983 and from these studies evolved the Five 
156 
Practices of Exemplary Leadership.  Kouzes and Posner stated that leadership 
development is about the development of self and meeting the challenge of leadership is 
personal.  The results from this study reiterate the importance of examining traits and 
behaviors that may serve to improve the development of self and the development of 
personal leadership practices. 
Discussions on school effectiveness and student achievement mostly lead to one 
revelation, the fact that when good things are happening in schools the quality of school 
leadership is high.  Through the review of literature, it is clear that the problem of 
retaining high quality principals and slowing the turnover rate requires new strategies 
among district-level administrators. 
Limitations 
 
This study was designed to provide information about the relationship between 
work motivation and leadership practices of a sample of graduates from a master’s degree 
program in education administration and supervision who agreed to participate in the 
study.  Therefore, any generalizability to those outside the participant group cannot be 
readily assumed.   
The participants of the study were graduates from Clemson University, located in 
the southeastern region of the United States. Therefore the results from this study cannot 
be compared to the national population of graduates from a master’s degree program in 
education administration and supervision.  Nor can the results from this study be 
compared to the general population of state administrators and teachers.   
The study was subject to all limitations recognized in collecting data through 
survey instruments mailed to the sample population.  The researcher depended on the 
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reliability of the normative data given by each publisher for both the Work Motivation 
Inventory and the Leadership Practices Inventory.  The demographic and employment-
related instrument was developed by the researcher and the principal investigator.  A 
preliminary pilot study was not conducted therefore sampling error is an inherent 
limitation.  
General Recommendations 
 In order to develop future leaders, and to retain those current leaders of high 
quality, school districts must cultivate educators to develop self-knowledge so they can 
be as effective educational leaders as possible.  This self-knowledge should include work 
motivation factors and leadership practices, and the relationship between the two.  Many 
studies have sought out to explain why educators choose to seek and remain in principal 
positions.  The reasons given are intrinsic reward factors. 
 Colleges and universities need to prepare individuals for leadership roles.  It has 
been suggested that leadership academies would further the leadership abilities of 
educators and direct them into positions of the principalship.  By focusing on the 
selection of candidates through the use of work motivation inventories, these academies 
could determine those intrinsic factors that prove retention in the position.   
 The relationship between work motivation and leadership practices is significant 
based on the participants’ scores in this study.  Use of instruments such as the Work 
Motivation Inventory and the Leadership Practices Inventory could be used to assess 
prospective candidates for leadership roles in secondary education. 
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 Administrator preparation programs could use this research as a recruitment tool 
for potential school leaders.  Candidates for the programs could focus on proving their 
work motivation and leadership practices before entering the program. 
 The Work Motivation Inventory and the Leadership Practices Inventory could 
provide the means to obtain pre-tests that can be used to identify training topics for 
professional development.  Both instruments can be used as post-tests to help understand 
the effectiveness of the training.  Leadership training models can be treated as an 
organizational tool and not solely for individual professional development. 
 
Recommendations for Future Research 
 Further research should be considered on work motivation and leadership 
practices, and the connection between the two factors.  A research design that includes 
assessing participants who are currently in leadership development programs through a 
pre-test and post-test on leadership practices could be a consideration.  The pre-test 
would be given before the participant enters the program; a post-test would be given after 
graduation or after their first year in a leadership position.  Another design might include 
assessing the work motivation of seasoned principals and comparing their scores to those 
work motivation scores of newly hired principals.  These studies would add to the current 
knowledge based of effective leadership practices both within and outside of the 
educational community. 
 An intensive examination of work motivation and leadership practices with a 
research design that ensures a greater response should also be considered.  Participants 
from various university leadership development programs could be assessed and scores 
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compared with each other.  Participant scores from a variety of school districts could be 
investigated. 
The findings from this study provide schools and colleges, specifically professors 
who teach educators in graduate degree programs, with information of what to expect out 
of educators in terms of levels of motivation and leadership practices.  The findings also 
help aspiring school administrators to see the relationship between work motivation and 
leadership practices and to help them make better career decisions. 
For teachers in the K-12 sector, the findings from this study might help them to 
realize their potential in a supervisory position.  For school districts, this study might 
encourage more professional development opportunities in the areas of work motivation, 
personal investment, job satisfaction, leadership practices and professional commitment, 
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